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CARTER, MARGARET S. Ed.D. An Interpretive Analysis of Some 
Basic Assumptions of Academic Advising at a Large University. 
<1985). Directed by Dr. Robert M. O'Kane. 157 pp. 
The purpose of"this study was to make a critical 
analysis of six assumptions relating to the operations, 
functions, and practices of undergraduate academic advising 
in a large university. The analysis was based on university 
policies of academic advising, observations, interviews with 
students, and dialogues with the staff in the Office of 
Academic Advising. The six assumptions were those typically 
made by large, comprehensive universities which have estab-
lished a central office for academic advising. 
This study used phenomenological methods in order to 
draw inferences and bring out underlying assumptions through 
in-depth interviews with students. Because it was felt that 
students are most affected by the policies of educational 
systems, it was their perspectives which were sought. 
The subjects interviewed included a selected sample of 
students who had attended or were attending the university 
used in the study. In order to provide a set of diverse 
profiles, eight full-time and part-time students of different 
ages from divergent ethnic, social, geographic, and racial 
backgrounds were included. Their diversity and their 
experiences as undergraduate students at the university were 
the only criteria for their selection. 
There were several recurring themes apparent throughout 
the student interviews. Every student in the study spoke of 
the impersonal and uncaring attitudes and actions of faculty, 
advisors, and university staff members, and none believed 
that the size of the institution was the sole explanation. 
Instead, students blamed the attitudes on the fragmentation 
of departments into narrowly specialized areas, lack of 
communication between decision-makers, the low status and 
perceived lack of power of students, and the bureaucratic 
organizational structure of the university which tended to 
create inflexible conditions. The students expressed their 
frustrations and anger at being treated one moment as if they 
were incapable of making an intelligent decision, and the 
next moment being expected to know what to do, how to do it, 
and take full responsibility for the whole process, all 
without being given adequate information in order to do so. 
The six assumptions were analyzed on the basis of the 
student interviews, and the results revealed that the 
assumptions were largely false with regard to meeting their 
stated objectives. Although the original objectives of 
academic advising may have been to assist students in their 
academic needs, the students in the study expressed the 
belief that the university's main interest in academic 
advising was to process them as quickly and as efficiently as 
possible. 
ACKNOWLEDGMENTS 
I would like to express my sincere appreciation for the 
help and encouragement of my committee members: Dr. Robert 
M. O'Kane, who served as chairman, and whose insights were 
invaluable; Dr. Fritz Mengert, who always took the time to 
show that he cared; Dr. Paul Lindsay, who offered help and 
support; and especially Dr. Svi Shapiro, who guided me 
through the final stages. 
Thanks to Anita Hawkins, Jeannette Dean, and Deborah 
Keppers, whose friendship and assistance were invaluable. 
I would like to express my heartfelt appreciation to my 
parents, Marge and Joe Sandor, whose love and encouragement, 
as well as financial support, were so important to me. 
A special thanks is in order for all the help and 
understanding I received from Charles, my husband, friend, 
fellow student, sounding board, shoulder-to-cry-on, and 
kindest critic. 
iii 
TABLE OF CONTENTS 
Page 
APPROVAL PAGE • ii 




I I I. 
IV. 
INTRODUCTION. • • • • . . . . . . 1 
Historical Background for This Study. 1 
Need for the Study. • • • • • • • 5 
Purpose of the Study. • • • • • • 8 
Assumptions about Academic Advising • • • • 9 
Assumption #1. • • • • • • • • • • 9 
Assumption #2. • • • 9 
Assumption #3. • • • • • • • • 10 
Assumption #4. • • • • • 10 
Assumption #5. 11 
Assumption #6. 12 
Limitations of the Study. • 12 
REVIEW OF THE LITERATURE. 14 
Developmental Models of Academic Advising • 17 
Delivery Systems of Academic Advising • 23 
Faculty Advising • 23 
Advisement Centers • • • • • • • • • • • 29 
Student Advisors • • • • • • 32 
Computer-Assisted Advising • 35 
Summary. • 36 
METHODOLOGY 
Setting of the Study. • • • • 
Method of Inquiry: A Phenomenological 
Approach • • • • • • • • • • 
Selection of Subjects 
Data Collection •• 
INTERVIEWS. • 
Introduction. • 
Interview with "R" •• 
Interview with "A" •• 
Interview with "T". 
Interview with "S". 





















ucu. • . 
upu. • 
RESULTS OF THE INTERVIEWS 
Analysis of Assumption #1 
Analysis of Assumption #2 
Analysis of Assumption #3 
Analysis of Assumption #4 
Analysis of Assumption #5 
Analysis of Assumption #6 
. 
. . . . . . 


















This dissertation is an interpretive inquiry into the 
process of academic advising in a large, complex, university 
1 
setting. It has been determined by many institutions that in 
order for students to receive the full benefits of their 
educational experiences, they must be guided by the academic 
community. This assistance is felt to be essential, if 
students are to make the best decisions regarding their 
academic programs of study, fulfill their course require-
ments, and gain the most from their educational experiences. 
Although most schools have some system of academic 
advising in place, many students are finding that these 
services, heavily mired in bureaucratic red tape, rules, 
regulations, and requirements, are not aiding in their 
personal growth and development. Instead, the process 
contributes to their feelings of alienation within the 
university system. 
~i§tQ~i£§1 ~9£t9~QHDQ fQ~ Ibi§ §tHQ~ 
The influence of the Industrial Revolution and corporate 
capitalism began to show its effects on educational institu-
tions around the turn of this century. Because of their 
patterns of organization, support, and control, schools were 
especially vulnerable to the dominant corporate and indus-
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trial forces which influenced them to adopt the role of a 
centralized social institution, established primarily to 
produce the types of attitudes and skills beneficial to the 
needs and expectations of the emerging world of business 
<Spring, 1972>. Education eventually came to be allied with 
the production process, and schooling was accepted as a means 
of increasing profits, promoting greater industrial output 
and better management by turning out the type of man required 
by business. The influence was further exerted in the form 
of suggestions or demands that the schools be organized and 
operated in a more businesslike, efficient way, and that more 
emphasis be placed on a practical and immediately useful 
education (Callahan, 1962>. 
Higher education, especially in larger universities, 
ostensibly aligned itself with businesslike practices in the 
interest of efficiency and in an attempt to serve its 
constituency in a fair and equitable manner. According to 
Parsons and Platt (1973>, a substantial bureaucratic com-
ponent has long characterized university operations, 
especially the larger universities, and Perkinson <1971> 
believed that such bureaucratic and authoritarian components 
are the direct result of the size of the institution. 
Parsons and Platt (1973, p. 128> felt that such bureaucracy 
and authoritarianism have no place in an institution of 
higher learning, and stated, "the institution of academic 
freedom is the antithesis of bureaucratic subordination;" 
they believed that the role of education has been redefined 
under increasing authoritarianism. 
What is thought of as a "liberal arts education" does 
not include as part of its philosophy an authoritarian 
framework. Rather, historically, a liberal arts education 
has been primarily concerned with liberating the individual, 
exposing that person to a broad spectrum of ideas and 
interests, and developing an unlimited measure of creative 
growth within the mind and spirit. "It is less concerned 
with the right answers in life than with the right ques-
tions." <Benezet, 1970, p. 54>. 
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The liberal arts concept was first threatened in the 
late 1800s by society's increasing preoccupation with utili-
tarian education, put into place in order to take advantage 
of the new economy. The assistance to public institutions 
through the Morrill Acts forced private liberal arts colleges 
to offer more practical disciplines, and pressure was exerted 
by private industry and business for specialized research and 
programs to foster private ends <Anderson, 1977>. 
Excessive specialization and departmentalization have 
also been blamed for the breakdown in the liberal arts 
philosophy in higher education. Harrington (1977, p. 55) 
stated that such fragmentation has been practiced "at the 
expense of generalizations, broad learning, and interdisci-
plinary and multi-disciplinary studies," and that such 
specialization has been criticized since its inclusion in 
American higher education, mainly for what Dean Andrew F. 
West called ''the break-up of knowledge into pieces," and for 
what Irving Babbitt referred to as the "maiming and 
mutilation of the mind that comes from over-absorption in 
one subject." 
4 
In the twentieth century, the authoritarianism of higher 
education, and the high degree of specialization firmly fixed 
within the academic disciplines and student support services 
at most institutions, has been supported by innovations in 
educational technology. According to Perkinson <1971, p. 
108), educational technicians have developed ways and means 
that better enable educators to control, direct, and 
manipulate students through more scientifically accurate 
tests and measurement, in "teacher-proof, pedagogical 
methods,'' and in the form of "more scientifically sound 
techniques of administration, supervision, counseling, and 
guidance.'' Institutions take on the function of processing 
people, which, he argued, result in the victimization of 
students. As the group with the least amount of power, 
students are felt to be lacking in the knowledge and the 
experience necessary for them to make their own decisions. 
The guidance and information which was initially provided has 
evolved, under an increasingly self-perpetuating bureaucratic 
system of governance, into a process of setting inflexible 
rules and regulations. Students become preoccupied with 
satisfying those rules and regulations, to the exclusion of 
their own best interests. 
According to Perkinson (1971, pp. 94-95>, when students 
pay less attention to the quality of their education because 
of their concern for the process that must be followed, they 
accept the role of functionary; they act like passive 
subordinates, and that is how they are treated--controlled, 
regulated, manipulated. This serves to alienate them from 
the educational process, which becomes "something to be done 
as quickly as possible," something to be endured so that the 
degree can be obtained. 
In Goodman's (1965) words, schools take on the 
responsibility of "processing" young people, changing them 
from people to personnel--subordinates who must be told what 
to do, and penalized if they do not perform adequately. If 
students are to be successful, he felt, they must learn 
respect for authority and acclimate themselves to testing, 
classification, ranking, and role assignment. In order to 
process students more efficiently and fairly, goals are pre-
set and procedures are predetermined for them. 
~ggg fg~ !bg §!gg~ 
The goals of early American institutions, established 
over 300 years ago, were for the perpetuation, enrichment, 
and transmission of the culture. Basically, the children of 
the well-to-do, the country's leading families, were the 
recipients of this educational opportunity. When boarding 
5 
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students enrolled in these early colleges, they lived in the 
home of the institution's president, and received counseling 
and guidance from him ln iQ£Q e~~~ntl§· Because the curricu-
lum was essentially fixed, there was little need for indivi-
dual academic planning and advising. The student either 
successfully followed the established course of study or he 
failed. According to E. L. Jones (1977, p. B>, "His physical 
and mental behavior was tied to a moral duty to perform or 
not to perform. Advising was pretty easy under those rigid 
circumstances." 
During the 1800's, the curriculum in higher education 
changed very little; however, the student bodies of American 
universities increased significantly. This growth brought 
about changes in the university's goals and objectives; one 
notable difference involved the increasingly democratic 
nature of schools, as newly established state institutions 
began to admit children from less wealthy and prominent 
families. Advising during this period continued to be done 
by those with whom the students lived. As the curriculum of 
most schools expanded to accommodate more practical concerns, 
and as more elective courses were added, faculty members were 
given more responsibilities. Among those was the duty of 
academic advising. The faculty became the first true acade-
mic advisors <Jones, 1977>. 
As World War II veterans enrolled in colleges and 
universities in the late 1940's on the 6. I. Bill, 
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significant changes in the assumptions regarding student 
needs began to occur. As adults returning to school, these 
students required more help in readjusting to academic life 
and demanded more critical and analytical thinking from their 
instructors. They found, however, that most institutions were 
still structured to meet the needs of younger, upper-class, 
more traditionally aged students. Since academic advising 
was also designed for this latter group, advisors were not 
adequately prepared to work effectively with more mature, 
more serious students (Jones, 1977>. 
Enrollment in the early 1950's continued to increase, 
causing a re-evaluation of the academic advising process. 
Professionals began to be hired as full-time academic 
advisors, specifically responsible for advising students in 
their academic programs, providing preprofessional guidance, 
and arranging for other contacts and services <Jones, 1977). 
By the 1960's, especially in large, comprehensive, state 
institutional settings, the curriculum greatly expanded, and 
student services increased considerably. Along with the 
continued goal to promote education for the purpose of 
producing ''well-rounded" individuals was an increased focus 
on pragmatic concerns; more emphasis began to be placed on 
academic advising and career planning which would promote the 
employability of graduates. It became increasingly necessary 
for academic advisors to be knowledgeable, not only about 
general academic programs, but also about those programs 
which would prepare a student for a specific vocation or 
career. 
With the increased diversity of the ~ollege population, 
it was also necessary that advisors be cognizant of special 
needs, services, and programs for special groups such as 
minorities, women, handicapped persons, et al. In fact, 
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academic advising, as it is currently practiced in most 
institutions of higher learning, is a multifaceted entity 
whose parameters are vaguely defined and whose organizational 
structure varies from school to school. 
Academic advising, especial~y in larger, state-supported 
institutions, has been established as a separate department, 
centralized for the sake of efficiency in an educationally 
bureaucratic structure, and perceived as a viable "retention 
tool." More importantly, however, such advising is now 
crucial, if an institution is to meet the diverse needs of its 
students in support of the liberal arts focus that so many 
institutions still deem to be import~nt. It seems apparent 
that many assumptions regarding the operations, functions, 
and practices of academic advising need to be critically 
examined, if the basic philosophies of a liberal arts 
education are to be realized. 
EY[QQ§g gf !bg §!gQ~ 
I served as an academic advisor in the Office of Academic 
Advising of a large, state university, from August, 1984, 
through June, 1985. During this period, I became aware of a 
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number of assumptions which typify the guiding principles for 
the day-to-day operations of academic advising. 
The purpose of this study was to make a critical analy-
sis of six assumptions relating to the operations, functions, 
and practices of undergraduate academic advising at a large 
university. The analysis was based on the policies of acade-
mic advising, observations, interviews with students, and 
dialogues with the academic advising staff. 
Six assumptions made by the university regarding acade-
mic advising were identified as being central to the functions, 
operations, and practices of undergraduate advising in most 
large university settings. 
8§§YIDQtiQD ~!· That the faculty should be the primary 
academic advisors, and that the advising function should be a 
part of their overall contractual responsibilities. 
As stated in the 1984-85 university bulletin: 
Each student is assigned a faculty advisor. This 
advisor meets with the student during orientation, 
pre-registration, and at such times that the student 
needs advice to help in selecting courses and assistance 
in planning an individual program of study ••• Once a 
major is selected, the student works with an assigned 
faculty advisor from the appropriate department or school. 
8§§YIDQtiQD ~~- That a central office for academic 
advising is necessary in a large institution, for the purpose 
of coordinating undergraduate advising. 
As stated in the 1984-85 Student Handbook: 
The Office of the Dean of Academic Advising has as 
one of its purposes the coordination of the academic 
advising services available to students at this 
University. Members of the faculty serve in the 
Dean's Office so that academic advisors are available 
during the day to advise students. Students should 
consult with their own faculty advisor first. 
eaaYmetiQQ ~~. That students should be able to read 
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the university catalog in order to gain most of the necessary 
information regarding their academic needs and programs, and 
that the responsibility for completing academic requirements 
rests with each student. 
As stated in the 1984-85 university bulletin: 
Each student is responsible for the proper completion 
of his academic program based on the requirements 
stated in th~ Catalog. Advisors are available to help 
students with planning and with academic problems, but 
the responsibility remains with the student. 
8aaYmetign ~1· That a central office for academic 
advising is a specialized department, and, as such, should be 
concerned only with academic matters. 
As stated in the 1984-85 Student Handbook: 
The Office of the Dean of Academic Advising renders 
the following services: 
provides professional staff to advise under-
graduates relative to all academic matters; 
provides audits of students' academic records 
to see that degree requirements are being met; 
provides a resource to which students may turn 
when they face problems relative to academic 
matters. 
Directives to staff members in the Office of Academic 
Advising are that the advice to students must be limited to 
academic matters, by virtue of the academic nature of the 
office. Further, the existence of a Counseling Center for 
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advising of a more personal nature and a Placement Center 
for guidance regarding career planning require the separation 
of responsibilities. 
8§§YIDE~!QD !§. That if a student is interested in 
deviating from formally established university programs and 
procedures, the burden of proof is on the student to convince 
various administrators and committees within the university 
that such an alternative be allowed. 
A few examples of situations a student may encounter 
which supports the assumption are as follows: 
(1) substitution of "required" courses with courses that 
may be more relevant to the student's total program; 
<2> -the Plan II option, which involves submitting in 
writing to the Dean of Academic Advising a proposed course of 
study, in which students explain their educational goals, and 
explain why they cannot be met through the conventional degree 
programs. The Dean of Academic Advising, after consultation 
with an appropriate member of the primary department con-
cerned, refers the proposal for approval, modification, or 
rejection to the members of a committee of the department, 
school or college. If approved by this committee, the pro-
posal is then submitted for formal approval, modification, or 
rejection to the Curriculum Committee (1984-85 university 
bulletin>. 
<3> dropping a course after a certain date, regardless 
of the reasons. 
8§§~me~iQD !E· That student retention is an important 
concern of the Office of Academic Advising. 
12 
In December, 1984, a special Student Retention Project 
was initiated by the Office of Academic Advising, in con-
junction with the Admissions Office, for the purpose of 
improving student retention in the university. A campus-wide 
survey was sent to all faculty advisors and to students, in 
order to assess the quality of academic advising in the 
university. 
bimi~E1iQD§ gf 1bg §~~g~ 
This study investigated six assumptions regarding 
academic advising operations, functions, and practices at 
a large, state university. The findings in this study 
focused on a critical analysis in order to inform, to raise 
the level of consciousness of the reader, and to create an 
atmosphere for meaningful dialogue about the present 
rationale surrounding academic advising. It did not attempt 
to create a model or to make specific recommendations for 
improvement. 
Further, as interpretive research, this study was based 
on the underlying personal experiences and feelings of 
students and did not rely on quantitative data. This may be 
viewed as a limitation from the perspective of those who hold 
to a specific theory of rationality. Perkinson (1971> stated 
that according to this theory, only those claims and ideas 
which can be justified through some quantifiable means should 
be accepted. However, it was felt that an interpretive 
approach was as justifiable, because it dealt with the per-
ceptions of those directly involved with an issue, and it 
facilitated an atmosphere for open discussion among those 




REVIEW OF THE LITERATURE 
Many educators believe that during the 1980s, colleges 
and universities will be forced to accommodate an increasingly 
diverse range of students: in age, in educational purposes, 
in academic background and preparation, in socioeconomic 
status, and in ethnicity (Jencks & Reisman, 1977; Mayhew, 
1979; Chickering, 1981>. It no longer makes sense for insti-
tutions of higher education to focus their concerns on 
students between the ages of 18 and 23, who are middle class 
and academically skilled. In order to respond more effective-
ly to these new groups of students, many institutional pro-
grams and departments are being re-examined with the under-
lying objective of determining necessary additions and 
modifications. Academic advising is one area that is cur-
rently being reassessed. 
The literature on academic advising appeared to consider 
two purposes: academic advising as a viable retention tool 
during a time of declining enrollments and increasing student 
diversity, and academic advising as a developmental approach, 
aimed toward providing an educational experience that treats 
the whole student. 
It was the opinion of D. S. Green <1985, p. 96) that 
many institutions of higher learning used student retention 
programs more as ''self-serving scams" than for the welfare of 
students. He felt that many schools neglect to distinguish 
honestly between those two purposes, and that the result is 
often "small doses of remediation" or special counseling 
programs, which "look good on paper," but whose overall 
15 
effectiveness appears questionable. Some approaches attempt-
ed to incorporate both retention and whole-student concerns 
in the same model. Habley <1981, p. 49) proposed an Advise-
ment-Retention Model, which, although cognizant of the 
importance of student needs, nonetheless qualified each· 
altruistic element in the individualized advising process 
with a self-serving statement of purpose: "In performing 
this function, the advisor clearly aids in the retention 
program;" "In doing so, the advisor promotes student educa-
tional goals and also serves the retention effort;" "The 
result is an increased probability of classroom stimulation 
and the outcome is a student who is more likely to remain 
enrolled." Retention strategies are often the popular focus 
of papers and discussions at professional conferences. A 
presentation at the 1977 National Conference on Academic 
Advising, entitled "Retaining Students Through Centralized 
Freshmen and Undeclared Advisement," <Patton, 1977> dealt 
with both the improvement of advisement and the decrease 
of attrition as its dual concerns. Another, entitled 
"Advising Minority Students" <Clayton & Goodrich, 1977> 
focused almost exclusively on calculated, "data driven" 
advising strategies aimed at improving the retention of 
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minority students on predominantly white campuses. The 
actual advising recommendations regarding special needs were 
presented in such a broad way as to encompass almost a secon-
dary element in the program. Grites, in a 1979 Higher Educa-
tion Research Report, defined academic advising rather broadly 
as "a decision-making process during which students realize 
their maximum educational potential through communication 
exchanges with an advisor." (p. 1>. Interspersed throughout 
his overview of the process, however, was also the notion of 
academic advising as an effective recruitment and retention 
tool, which could be best utilized through "expert management." 
(p. 3). 
Many institutions have made the assumption that academic 
advising could be a valuable retention tool. However, where 
it is true that student retention is an important concern for 
today's colleges and universities, this mechanical emphasis 
in an area as personal and as individualistic as academic 
advising is supposed to be, seemed somewhat disparate and 
philosophically opposed to the original goals and purposes of 
advising for human development. The by-product of effective 
student advising would undoubtedly be improved retention of 
students; however, the notion that retention and student 
management should be a major, stated part of the ultimate 
objectives of an academic advising program seemed somewhat 
out of character with its humanistic goals. 
17 
Qg~gig~mgni~i tlgggi~ gf B£~ggmt£ Bg~t~tng 
The idea of educating the whole student has been defined 
as a "developmental'' paradigm. Because of its personal, 
individualistic nature, academic advising has been viewed as 
one area of higher education with the potential for utilizing 
a holistic approach to education. 
In 1970, Crookson opted for a developmental form of 
advising which would be concerned not only with specific 
personal and career decisions, but would also dedicate itself 
to "facilitating the students' rational processes, environ-
mental and interpersonal interactions, behavioral awareness, 
and problem-solving, decision-making, and evaluation skills." 
<In Borgard, Hornbuckle, & Mahoney, 1977). O'Banion (1972> 
presented the first formal plan, a comprehensive model of 
academic advising which attempted to include within the 
advising process an exploration of life and vocational goals, 
as well as the usual concerns for program and course choices 
and course scheduling. He suggested an integrated team ap-
proach to advising, one which would utilize the specialties 
of counselors, instructors, and student assistants for the 
different components of the program. Crookson <1972, p. 12> 
went a step further and described academic advising as a 
teaching function where, as a teacher, the advisor would 
stimulate "a positive, shared active approach to both intel-
lectual and interpersonal learning activities." 
Bonar (1976> described a systems approach of preservice 
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training for academic advisors using the same type of in-
struction as in classrooms, including step-by-step sequential 
lessons in each area of study. Originally, he presented the 
training in the form of computer-managed instruction, but 
redesigned it because computer use proved to be,not extensive 
enough on a long-term basis to be cost effective. 
Grites (1977, pp. 34-37> presented an expansion of 
O'Banion's model, working with the notion that "a successful 
student development program must be both operational in 
practice and developmental in concept.'' His "4 x 4 Model" 
centered on the institution's academic structure and operated 
from one or more academic units, rather than from student 
personnel divisions. Faculty, staff, students, and adminis-
trators each contributed to the program in four functional 
areas: 
(1) Primary functions: e.g., graduation requirements and 
course scheduling; 
(2) Professional functions: e.g. career counseling, 
suggested courses for certain majors; 
<3> Personal functions: the incorporation of 
psychological counselors within a central advising 
area for the purpose of helping students with social 
and emotional difficulties; 
<4> Programmatic functions: the cooperation between all 
campus programs with regard to student needs through 
in-service training and workshops; 
and in four developmental stages: 
<1> Preview stage: publicizing the program and 
recruiting those who are to be involved in it; 
<2> Planning stage: special collaborative efforts 
between all participants, especially emphasizing 
those between faculty and student personnel staffs; 
<3> Process stage: the actual performance of planned 
functions and activities by students and periodic 
monitoring of each student's progress; and 
<4> Postview stage: follow-up contacts and studies with 
former students for evaluation and information 
purposes. 
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Rippey (1981) suggested that the developmental needs of 
college students could be classified into three categories: 
the development of knowledge, skills, and attitudes; the 
development of student self-determination; and the develop-
ment of an ability to control one's environment. From this 
perspective, he believed that the institution was forced to 
be responsive not only to the intellectual and academic needs 
of students, but to their personal and social needs, as well. 
In a similar vein, Miller and McCaffrey (1982> believed 
that a valid developmental model of academic advisement 
should have at least four characteristics that were not 
included in most institutions' programs: <1> it would seek 
to assimilate the intellectual as well as the personal-
emotional elements of human development into a comprehensive 
whole; (2) it would incorporate systematic training and some 
type of recognition of highly qualified, competent indivi-
·duals to be responsible for the overall advising program; <3> 
it would establish an academic support group consisting of 
both faculty and academic administrators; and <4> it would 
consider the cyclical aspect of human development in moving 
from simple to complex forms of differentiation and integra-
tion. 
Ender, Winston, and Miller (1982) emphasized the 
importance of the relationship between academic advising and 
the personal development of students by calling for a 
collaboration between all segments of the college community, 
in order to provide "joint owner,ship" and involvement. 
Unlike a number of current approaches to advising, which view 
the process as being only a peripheral aspect of a student's 
academic experience, they firmly believed that the overall 
quality of a student's educational life is "directly propor-
tional to how effectively the academic advising program can 
affect the full development of the students involved." (p. 8> 
Shipton and Steltenpohl (1981) particularly emphasized 
the importance of a developmental approach in larger institu-
tions. They felt that because most universities attempt to 
register a large number of students in a short period of 
time, faculty advisors are generally the ones who are 
expected to give students correct information, mainly about 
programs, majors, prerequisites, course sequences, course 
content, and course availability. But the outcome, they 
believed, was usually only a program of adv~sing held 
together largely by the major and distribution requirements 
of the curriculum. If questions about career goals or per-
sonal conflicts arose, the student was likely to be sent 
elsewhere: to a career placement office or to a counseling 
center. 
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Blocher and Rapoza (1981, p. 223), in assessing the 
needs of today's students, poi-nted out that counseling ap-
proaches for student development that are traditionally 
housed outside of academics tend to be categorized under the 
administration of student support services. Because the line 
between academic and personal counseling is so finely drawn, 
Blocher and Rapoza felt that it was a mistake to group 
counseling services with clinical services ''which are de-
signed to remedy sickness rather than help students with 
normal developmental tasks.'' They believed that there is 
still a stigma associated with personal counseling services, 
which may detract from their basic purposes, and that they 
are sometimes ·perceived as peripheral agencies, staffed by 
professionals who are often unfamiliar with academic issues. 
Blocher and Rapoza's organizational model abandoned this dual 
approach to student advising and proposed that ~!! student 
development programs be directly and clearly associated with 
academic departments. "The effort should not be to 'reach 
out' from a separate structure but to 'reach in' to the 
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mainstream of campus activity • • " However, a more recent 
survey of developmental academic advising <Winston, Miller, 
Ender, & Grites, 1984, p. 17> cautioned that "academic 
advising is not personal counseling." Although they believed 
that effective advising included aspects of students' 
academic as well as personal lives, they made a definite 
distinction between academic and therapeutic counseling, 
citing the lack of experience, knowledge, and skills of most 
counselors as the reason for doing so. Most institutions 
tend to assume that a distinction §bQYl~ be made between 
academic and nonacademic counseling. The feeling is that 
specialized departments are more knowledgable in specific 
areas and more efficient in overall operation. 
Developmental models of advising have been available to 
the academic community for a number of years. Unfortunately, 
typical academic advising programs are primarily concerned 
with the mechanics of getting a degree: graduation require-
ments, schedule changes, course selection, basic information-
processing, and numerous clerical functions that are per-
formed by various personnel, including advising specialists, 
faculty members, professional counselors, and trained para-
professionals, generally operating through a centralized 
staff (Grites, 1977>. Thomas and Chickering (1984> believed 
that advisors without knowledge of developmental theory 
tended to view students stereotypically, according to age, 
sex, race, ethnic origin, socioeconomic class, major area of 
study, year in college, test results, geographic origin, and 
even by body build. 
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Although the concern for the development of the total 
student is stated, at least implicitly, in almost all college 
and university viewbooks and catalogs, many educators believed 
that this concern was primarily "lip service," at best 
<Cross, 1980; Ender, Winston, & Miller, 1982>. Because of 
the increasing compartmentalization of college and university 
faculty, staff, and administrators (McHenry, 1977>, and the 
dual approach to the counseling of students which insti-
tutions typically adopt <Ender, Winston, & Miller, 1982>, the 
result is a lack of the integration of personal and intellec-
tual development, to which nearly all institutir.ns ascribe as 
an important part of their statement of mission and goals. 
~gliyg[~ §~§igm§ Qf fl£§9gmi£ B9Yi§ing 
E~£~ii~ flg~~a~ng. 
Faculty members have historically assumed the primary 
responsibility for advising students. In the early days, 
they offered students educational guidance as well as finan-
cial help, health supervision, keeping personnel records, and 
sending reports home to parents. Such guidance existed 
informally and was tacitly accepted as one of the responsibi-
lities that each instructor was expected to perform <Hardee, 
1959). 
According to Fisch <1978>, with the advent of science 
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and technology in the latter part of the 19th century, the 
character of student-faculty relationships substantially 
changed. From teachers and guides, instructors became acade-
micians, whose knowledge was increasingly compartmentalized 
and technical. In this new role, supervision of student 
character development was rejected as an appropriate respon-
sibility. Research and writing took precedence, instead. 
Because faculty members are encouraged to believe, especially 
in larger institutions, that increased research activity will 
bring more prestige and therefore more personal rewards, they 
spend less time being concerned with student needs <Borgard 
et al., 1977>. 
Despite the focus on research, faculty members continue 
to be the primary mode of delivery for academic advising. 
Crockett and Levitz (1984) found this to be true in BOX of 
the institutions they surveyed. It is assumed by many 
institutions that faculty members are the most appropriate 
group in a higher education setting to provide advice and 
guidance to students regarding basic academic information, 
since faculty members are presumed to be the closest to 
academics by virtue of their profession. Further, this type 
of advising usually represents the most financially feasible 
method of providing the service <Crockett, 1982>, since 
typically, there are no monetary or time compensations for 
the faculty members who are involved. It has been recognized 
by increasing numbers of educational administrators, however, 
-.t" .. -
~'-1 
that administrative recognition of the importance of academic 
advising is required to justify the time which faculty mem-
bers spend at the task <Crockett & Levitz, 1984>. 
Many institutions continue to believe the research that 
shows that faculty members are especially important in the 
advising function, because they have considerable influence 
on students' occupational decisions and continued education. 
They are found to be particularly crucial in the decision of 
students to become teachers <Feldman & Newcomb, 1969). 
Astin's <1977, p. 223> longitudinal study of student develop-
ment revealed that "student-faculty interaction has a 
stronger relationship to student satisfaction with the 
college experience than any other involvement variable II 
Where institutional size and complexity are considered to be 
negative factors in student development, faculty members were 
felt to have a special responsibility to humanize their 
relationships with students to the fullest extent possible. 
While not expected to deal with radical personality or emo-
tional factors, faculty members were expected "to provide • 
some guidelines of value'' in the form of reasoned logic or 
"warm common sense." <Bornheimer, Burns & Dumke, 1973, 
p. 62). 
Cah11 <1984) expressed the belief that advising, perhaps 
more than any other pedagogical task, best reflects the 
instructors' views of the value and purpose of a college 
education. He believed that in addition to helping the 
student, it benefits faculty members as well, in terms of 
reaffirming the importance of the work they do. 
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Crockett <1982> felt that although it is assumed that 
faculty members are the logical choices for the preponderance 
of academic advising done in colleges and universities, 
schools must carefully consider the aspects of academic advi-
sing before taking this assumption as a "given." Hardee 
(1959, p. 50> expressed a concern regarding the selection 
criteria of faculty members for advising, the least useful 
one being, ''Well, Professor Drydock might as well counsel. 
We can't seem to fill up his classes and he ought to have 
something to take up his time." According to Crockett and 
Levitz <1984>, only 11/. of institutions employed any type of 
selection process in determining faculty members who were 
qualified to advise students. Hardee <1959) felt that the 
only respectable criteria for use in the selection of faculty 
advisors are those concerned with the interest of the faculty 
member in advising, the ability to deal with students in a 
one-to-one relationship, and the willingness to spend some 
time learning the fundamentals of the counseling responsibi-
lity. 
Many faculty members express a reluctance to take on 
advising responsibilities, not from a lack of interest or 
time, but because of the often ambiguous nature of the 
process itself. Crookson (1972) believed that faculty 
members and students have very different opinions regarding 
the function of faculty advising, and that the exact para-
meters of the role of faculty advisors are typically not 
established in most schools. Borgard et al. (1977> found 
that many faculty advisors still viewed the student as the 
follower of advice, and stated: 
Unless relevant information can be directed to 
sources interfacing with the information-seeker, 
the activities of developing, acquiring, and 
disseminating information become pointless. 
Special attention should be directed to problems 
of credibility, contradictions and diffusion. 
Without a minimum of easily obtained and under-
standable advising information, the possibility 
of developing faculty advising to a high level 
would be adversely affected. <p. 9) 
As early as 1958, Robertson saw the importance of 
strategic planning with faculty advisors, for the purpose of 
achieving maximum benefit. He criticized advising programs 
that treated the faculty as little more than "co-opted 
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clerks," and dealt with the mechanics of course selection and 
graduation requirements, rather than with more significant 
issues of student decision-making. Moore (1976>, 18 years 
later, found that essentially the same situation continued to 
exist, and that the most frequently discussed topics in 
advising sessions were still registration, course selection, 
and graduation requirements. Hardee <1959) discovered that 
faculty advisors at most institutions were learning advising 
"on the student" and that most in-service training was so 
informal as to be judged of little worth <pp. 84-85>. Polson 
and Jurich <1979, p. 249-250>, in a comparable study, found 
that "despite its frequent utilization by students, few stu-
dents actually found the overall advising services to be 
useful," because few faculty advisors appeared to explore 
fully the potential of the student as a whole. 
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Hardee (1970> viewed faculty advising as a tridimensional 
activity consisting of <1> discerning the purposes of the 
institution in its teaching-learning mission; (2) perceiving 
the purposes of student learners; and (3) promoting these 
possibilities in conference with student learners. ''The 
faculty adviser <sic) here is considered to be a coordinator 
of learning experiences for students.'' (p. 9). 
Although Borgard et al. <1977> stated that attempting to 
be all things to a student within the typical academic struc-
ture of teaching, research, and service can lead to less than 
adequate advising, Hardee (1970, pp. 14-16) believed that 
with adequate planning, a program of advising involving 
faculty members could be successful. Among her suggestions 
were (1) the crucial need for administrative support, both 
psychological and fiscal; <2> rewards for faculty members 
who advise, equal to the recognition of those who do research 
or publish, in the form of monetary or other compensation; 
(3) periodic in-service professional training for faculty 
advisors, both formal and informal; <4> careful selection of 
faculty advisors and clear-cut statements which outline both 
the general and specific responsibilities of advisors; and 
(5) close cooperation between faculty advisors and profes-
sional counselors. 
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Grites (1979> believed that students must also take on 
certain responsibilities when working with faculty advisors, 
and that they cannot realistically expect their advisors to 
know every intricate policy, regulation, procedure, and rule 
in fine detail. He stated that for the student to accept an 
advisor's advice without question was to abdicate responsibi-
lity. Some of the specific behaviors that he felt students 
should demonstrate included making appointments at other than 
peak advising periods, keeping scheduled appointments, being 
prepared for appointments with as much information as possible, 
keeping their own records, meeting deadlines, and providing 
complete and accurate information about themselves, their 
plans, and their choices. 
Regardless of the mode of academic advising utilized, 
most institutions state in their college catalogs and bulle-
tins that it is the overall responsibility of students to 
meet the requirements for graduation. 
BQ~i§gmgn~ ggn~g~§· 
Although the most common delivery system for academic 
advising is the faculty, centralized advising is being 
utilized as a more efficient system in many institutions 
today. 
Central advising centers were first introduced during 
the late 1950s as a response to the increased college 
enrollment and increased faculty interest in research and 
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publication (and subsequent decreased interest in advising). 
First pioneered by community colleges through the use of 
counseling center personnel, the advisement center evolved as 
a more comprehensive repository of information, monitor of 
student concerns, and internal referral and support system 
<Grites, 1979>. Carstensen and Silberhorn <1979) found that 
centralized advising by professional advisors was the most 
frequently used advising delivery system after faculty 
advising. Citing the advantages of this system, Crockett 
(1982> included the fact that as members of a centralized 
staff, such advisors were free from academic department 
biases, which were often apparent among faculty advisors. 
Further, professional counselors had the prerequisite 
training and skills that faculty generally did not have. 
Hardee (1970> found the overall coordination through a cen-
tral office to be especially helpful to students who were 
undecided about a major. Other types of students often 
served by a central office include all new freshmen, students 
on academic probation, and those students not seeking a 
degree <Grites, 1979). 
Siewert <1975> saw the Academic Counseling Center as an 
innovative approach to meeting academic, personal, and voca-
tional planning needs of university students. This concept 
combined the functions of centralized academic advising and 
personal counseling, with the unique incorporation of person-
nel from academic units working with traditional counseling 
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personnel. The personal as well as the academic needs of 
students would be met by counselors and ~dvisors, who would 
be able to respond to all levels of personal, vocational, and 
academic decision-making. Inherent to the center's operation 
was a system resembling a team counseling situation of inter-
nal referral to assure that the students met with the staff 
members most competent to deal with their particular con-
cerns. 
Bonar and Mahler <1974> and Polson and Jurich (1979> 
agreed that a well-designed advisement center can provide a 
designated area where students can go to receive from 
specially trained personnel, including peers, more intensive 
advising in goal setting, in career exploration, and in 
decision-making. The student would be assured of receiving 
accurate information from a single, reliable source, and 
would be aided in planning a program individually tailored to 
his or her own needs. 
Crockett (1982> disclosed some difficulties associated 
with the centralized advisement approach. First, he felt 
that if professional counselors were used, some of the staff 
might, as a result of their training and background, appear 
more interested in psychological or therapeutic counseling 
and less in academic advising. Second, he believed that in 
large institutions using only a central office for advising, 
the sheer numbers of students might make advising difficult 
by a small staff. Third, there is often a lack of knowledge 
by central staff members of specific course content, depart-
mental requirements, and career opportunities in specific 
fields--information which faculty members may be in a better 
position to provide. 
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A number of large, comprehensive institutions have 
assumed that a centralized advising system is appropriate 
because of their size and organizational structure. It is 
seen as the most efficient way to coordinate adequately large 
numbers of programs and requirements for a highly diverse 
student population. 
§iHQ§Di B9Yi§Q~§· 
The concept of using students, especially upperclassmen 
and graduate students, as peer helpers has had a long tradi-
tion in higher education. Recently, schools have begun to 
utilize this group even more, as a supplement to faculty and 
professional academic advising <Crockett, 1982). Although 
Carstensen and Silberhorn (1979> reported that at least 50% of 
schools using peer advisors paid them a salary, the amount was 
much less than a professional serving a similar function 
would be paid. 
Using students for advising often opens channels of 
communication among students, faculty, and administrators, 
and provides students with leadership experience (Grites, 
1979). Students advising students allows for an atmosphere 
of awareness and empathy based on common interests and 
experiences associated with an institutional environment. At 
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the same time, this process frees faculty members and profes-
sional advisors to spend more time dealing with developmental 
programs and more in-depth advising <Delworth, Sherwood & 
Casaburri, 1974>. 
Peer advisors have been found to be effective in 
reducing attrition, improving study habits, and improving 
academic performance (Upcraft, 1971>. Some student advisor 
programs are based in freshmen residence halls. According to 
Deutsch, Rogers, and Hart (1977>, the philosophy behind this 
approach was based on the fact that since residence hall 
advisors live with their advisees, they would be in a posi-
tion to develop a friendly and personal rapport and have many 
opportunities for informal contacts and conferences. The 
authors felt that one particular attribute of this type of 
student advising was the special attention given to freshmen 
at a very complicated and vulnerable period of their college 
lives, a time when attrition is most likely to occur. 
Brown and Myers ( 19.75> compared the academic progress of 
students advised by students with that of students advised by 
faculty and found that student advisors were generally 
responded to more favorably. Student advisors were thought 
to be more sympathetic than faculty advisors, who were seen 
as administrators going through a formal process. Faculty 
advisors tended either to make more of the decisions for the 
student, or leave the decisions totally to the student. In a 
major study of college students' perceptions of the higher 
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education experience, DeCoster and Mable (1981, pp. 43-44> 
found that students frequently described the idea of ap-
proaching one of their instructors as "scary, threatening, or 
demeaning " 
Student advisors, on the other hand, seemed to treat the 
advising situation as more of a joint effort. Brown and 
Myers found that even though there was no difference between 
student-advised and faculty-advised groups on grade point 
average, they did report a significantly lower attrition rate 
for student-advised freshmen. 
Zultowski and Catron (1976) found no significant dif-
ferences in academic performance, retention of students, or a 
more satisfying college experience among students advised by 
their peers and those advised by faculty or others. The 
results of their study indicated that student advisors may be 
effective, but in a different capacity from that of faculty 
or other advisors. Student advisors seemed to provide more 
experiential information, whereas faculty advisors seemed 
better able to provide factual academic information. Given 
the data in their study, they concluded that the best type of 
undergraduate advising would probably be one which combined 
the services of both faculty and student advisors. 
Hutchins and Miller <1979) described a faculty-student 
advisement project with freshmen students in a group setting. 
The aim of the program was to counsel the whole student, and 
trained faculty members were used along with student peer 
helpers. Their results suggested that such a group process 
can assist in overcoming certain limitations of more tradi-
tional faculty advisement by expanding the range of topics 
that may be addressed. In effect, a basic reference group 
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was created in which students could share their ideas, 
feelings, and concerns with both peers and significant others 
before these concerns became crisis situations. 
Crockett (1979> pointed out that there were several 
disadvantages to peer advising, and that institutions consi-
dering such an approach must take into consideration the 
transient nature of students. Just as they gained experience 
and developed their skills in advising, they would be ready 
to graduate, and new students must be trained to take their 
place. He mentioned that a second drawback was that most 
students did not possess the skills, experiences, or back-
ground to deal with more complicated issues and problems 
which may arise, and professional or faculty advisement must 
be available to provide answers which students could not deal 
with. Crockett, however, stated that the disadvantages may 
be overcome by careful selection, training, and supervision 
of those students involved in a peer advising program. 
~Qm~~i§~=Baatai§g Bg~tatng. 
The obvious advantage of the use of computers in 
academic advising is the efficient and effective support 
service it can lend to academic advisors. 6rites (1979) 
36 
listed as several specific uses the verification of gradua-
tion requirements, identification of students in academic 
difficulty, and demographic and course information retrieval. 
In addition, computers can reduce repetitious, clerical 
record-keeping tasks, allowing advisors more time to spend 
with students <White, Harvey, & Kethley, 1978; Crockett, 
1982). It should be noted, however, that most authors who 
offered this technique for use in academic advising 
considered it to be an effective supplement, and not a 
replacement for personal advising <Moseley, 1977; Grites, 
1979). 
§~mm~~~ 
The review of the literature on academic advising 
appeared to present perspectives which generally precluded 
the points of view of students. Although much of the re-
search was student-centered, issues were approached primarily 
on behalf of students; suggestions and recommendations were 
made for improvements that would directly affect them. This 
gave the impression that students were an integral part of 
the overall process, but failed to involve them pesonally, in 
ways that were meaningful to their academic experiences. 
Further research may need to focus on the perspectives 
of students, in order that they may share in some of the 
decisions about what is best for them academically. Basical-




§~tttng Qf tn~ §t~g~ 
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The study took place on the campus of a large university 
in the southeastern United States. Because of the sensitive 
nature of the research, and because the name of the university 
was irrelevant to the purpose of the study, the school will 
be referred to in this dissertation as the University of the 
Carolinas <U of C>. 
Established in the late 1800's, the institution changed 
from a small college, with an enrollment of approximately 200, 
to a state-supported university, with a 1984 enrollment of 
over 10,000 students. Seven degree programs are currently 
offered in approximately 90 fields of study. Because of its 
diversity of programs and size of the student body, academic 
advising for undergraduates is coordinated through a central 
office located in the Administration Building, which also 
houses the offices for Student Services, Admissions, Finan-
cial Aid, Academic Affairs, Graduate School, Adult Students, 
Registrar, and assorted business offices. 
The Administration Building is a modern-looking brick 
structure. The center of the interior of the building has 
been left open from floor to ceiling; skylights overhead and 
small trees and plants, planted in large, square, garden-like 
areas, give a further impression of openness. The offices 
are situated on the periphery of this large, open area, and 
to add to the feeling of openness, there are no doors to the 
reception areas of each office, except on the second floor. 
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The primary mode of academic advising is by members of 
the teaching faculty, who are selected for the role by the 
chairmen of each academic department, by a process determined 
by every department individually. Although advising is pur-
portedly a voluntary function, very few faculty members are 
exempt from the duty. The average advisee load is 15-20 
students; however, that figure is misleading, when each 
department is examined individually. According to central 
office records, the largest advisee load is 109 students, 
assigned to two different teaching faculty members in one of 
the most popular programs of study on campus. Five other 
faculty members in that department, who also teach full time, 
advise over 45 students each. 
Faculty advisors currently receive no specialized 
training to help them in their advising duties. At the 
beginning of the fall semester each year, a general meeting 
for new faculty advisors introduces them to such elementary 
facts as minimum and maximum course loads, total hours 
necessary for graduation, which courses are available for 
which students by status, grade requirements in the major 
fields of study, and the availablity of other referral ser-
vices, such as the Student Counseling Center for personal 
counseling, and the Career Placement Office. Both are 
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located in other buildings on campus. Each faculty advisor 
receives a listing of advisees, including their year in 
school and academic deficiencies, if any. Except for a 
current university catalog, a desk calendar with pertinent 
registration and drop/add dates, and a second short meeting 
for those with specific questions, advisors receive no addi-
tional training or handbook of instructions or policies. The 
last handbook for advisors, printed in 1980, was felt by the 
Dean of Academic Advising to be an unncessary expense, by 
virtue of the fact that he believed that faculty advisors did 
not read it. Faculty advising duties typically include the 
approval and signing of students' registration cards; assist-
ance with students' course selections, especially in their 
major fields of study; approval for dropping or adding 
courses; and any other academic problems relating to stu-
dents' courses and requirements. 
In addition to serving as faculty advisors for students 
in their own area of specialization, one faculty advisor per 
university school <e.g. School of Music, School of Business, 
School of Education, etc.> serves as a general academic 
advisor in the central Office of Academic Advising for a 
period of five hours per week. The central office budget 
provides a semester stipend for each faculty member who 
serves; this is paid to the university school in which the 
faculty member works, in order to arrange for release time, 
if necessary (e.g. hiring a substitute teacher on the days in 
which the faculty member serves in the central office>. 
Because of the limited time and/or interest of many faculty 
members, graduate students from the various schools often 
assume these duties instead, and are sometimes paid a small 
salary from the release-time allowance. For the 1984-85 
academic year, there are five student advisors and four 
faculty advisors serving part time in the Office of Academic 
Advising. 
L~(l 
Training for part-time academic advisors in the Office 
of Academic Advising is minimal and consists of reading the 
university bulletin, sitting in on the advising sessions of 
full-time staff members, and asking questions as they arise. 
There are few guidelines available, and advisors are obliged 
to learn advising "on the student." These part-time advisors 
are mainly concerned with answering specific questions about 
courses and requirements, interpreting the catalog, and 
referring the student to other departments when necessary. 
Although there is a fine line drawn between academic coun-
seling and personal counseling, the guideline for advisors is 
to stay within academic boundaries, and to leave other coun-
seling to the professional staff in the Counseling Center, 
located in the Student Health Center. 
The central academic advising staff is composed of six 
full-time advisors and five full-time clerical staff members. 
The Dean of Academic Advising is considered to be part time, 
since he is also a member of the teaching faculty. Only one 
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of the full-time advisors has a background in counseling; the 
others have degrees in educational psychology, home economics, 
Spanish, English, and business education. One staff member 
also serves as an advisor for handicapped students. 
The basic functions of the Office of Academic Advising 
are listed below: 
1. keeping all student records, including applications, 
grades, copies of transcripts, and audit sheets for checking 
graduation requirements; 
2. providing degree audits on request for students who 
desire to know where they stand with regard to requirements 
for graduation; 
3. assigning students to appropriate faculty advisors 
based on the declared major of the student; 
4. coordinating and keeping account of the university 
and college requirements, along with those of each academic 
department; 
5. changing students' majors or advisors on request; 
6. advising students on course selection and 
scheduling; 
7. keeping a record of and notifying by mail all 
students on academic probation, or those with any deficien-
cies to be removed; 
a. sending out written notices of academic suspension 
to students, based on poor grades or non-attendance at class; 
9. processing letters of appeal for those students on 
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academic probation or suspension; 
10. keeping track of all academic regulations, and 
interpreting the catalog requirements for both students and 
faculty members; 
11. approving schedules of students wishing to take more 
than 15 semester hours of classwork; 
12. approving consortium coursework or transferable 
courses that the student might wish to take at another insti-
tution; 
13. processing the papers of students wishing to 
withdraw from the university. 
In addition, several times during the. academic year, the 
office sponsors workshops on various topics, e.g. on the 
selection of a major and exam preparation. The office is 
also involved with freshman registration and orientation in 
conjunction with the Admissions Office. 
In 1984, responding to a directive from the Vice 
Chancellor of Academic Affairs, the staff of the Office of 
Academic Advising composed the following Mission and Goals 
Statement, to run through 1991: 
a. To coordinate a well-defined advising system 
which ensures that all undergraduate students 
achieve breadth in an education that is firmly 
based in the liberal arts. 
b. To promote the highest standards of excellence 
of the undergraduate professional schools by 
thoroughly preparing all advisors in their 
advising responsibilities. 
c. To promote advisor-advisee interaction for the 
purpose of stimulating excellence in teaching 
and enhancing faculty-student relationships. 
d. To sponsor varied academic activities both on 
and off campus which stimulate productive and 
high quality research, scholarship, and creative 
expression. 
e. To maintain inter-school and inter-departmental 
communications to enhance a strong sense of 
community and to encourage the development of 
distinctive University programs. 
f. To serve the people of the State by engaging in 
the activities and challenges described in the 
aforementioned and to promote understanding of 
the resulting mutual benefits. 
According to the Dean of Academic Advising, these statements 
also characterize the philosophy of the advising office. 
The above Mission and Goals Statement was written and 
sent to the Vice Chancellor of Academic Affairs, but was 
not circulated among the advising faculty nor among the 
part-time advisors in the central office. A copy, however, 
was placed in the reserve section of the library. 
Although there are no special awards for excellence in 
advising, a student club on campus occassionally recognizes 
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and cites honorary members among faculty members and advisors 
for outstanding service. The award is given only to those 
who display "special service" beyond the general descriptions 
of their jobs. To date, two members of the Office of Academic 
Advising have been so honored. 
Psychology and sociology have typically focused on ob-
servable behavior, ''ignoring the thoughts and intentions that 
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give meaning to that behavior." <Kneller, 1984, p. 30). But 
there is no way of perceiving meaning, either in oneself or 
in another human being, except through "a subjective inner 
certainty that dissolves as soon as it is attacked with the 
tools of scientific analysis." <Berger, 1963). 
Max Weber always emphasized the subjective meanings, 
intentions, and interpretations brought into any social 
situation by the actors. Weber also pointed out that what 
eventually happens in society may be very different from what 
the actors meant, but he indicated that this entire subjec-
tive dimension must be taken into consideration for an accept-
able sociological understanding <Berger, 1963). 
This study attempted to go beyond dialogue and used 
phenomenological methods in order to draw inferences and 
bring out underlying assumptions from in-depth interviews. 
In many instances, these assumptions were unstated or taken 
for granted by the subjects. Because students are most 
affected by the policies of educational systems, it was their 
perspectives which were examined. The interviews with them 
were recorded and transcribed, in order for the researcher to 
become as completely and personally involved as possible with 
the subjects' feelings and experiences. Recurring themes 
were elicited through repeated listening to the tapes and 
readings of the transcripts. 
According to Kneller (1984>, the ultimate purpose of 
phenomenological investigation is to describe the major 
concepts through which people structure their experiences. 
Rist (1982) ·further stated that a qualitative perspective 
would lead the investigator in different directions than 
those based on experimental methods. 
Rather than presuming that human environments 
and interactions can be held constant, manipu-
lated, treated, scheduled, modified, or extin-
guished, qualitative research posits that the 
most powerful and parsimonious way to understand 
human beings is to watch, talk, listen, and par-
ticipate with them in their own natural settings. 
(p. 440). 
Essentially, the focus of interest of research which is 
phenomenological in nature is on the ways in which different 
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individuals experience, interpret, and structure their lives. 
Using this perspective, it is essential to gather statements 
made by the participants with a view to examining the various 
dimensions of the situations that they construct. In order 
to do this, "one would have to take the role of the actor and 
see his world from his standpoint.'' <Burgess, 1984, p. 542). 
Donmoyer (1980) metaphorically compared researchers who 
attempt to portray the circular experiences of people to an 
artist painting a picture. 
The evaluator as artist ••• utilizes artistic 
symbols and artistic form to communicate those 
aspects of the educational process that tradi-
tional evaluators and even most ethnographers 
ignore; the qualities extant in a particular 
educational experience, or ••• the qualities 
of curricular experience as values both intrin-
sically and because they impact on future growth. 
(p. 16). 
At the same time phenomenological researchers attempt to 
understand the experiences and feelings of the participants, 
they are also endeavoring to "create meaning and evoke an 
understanding of events" from an audience by "providing 
concepts useful in making sense of what transpired." Inter-
pretation functions, then, to facilitate the "conveying to 
readers of the nature of the phenomena explored • • 
<McCutcheon, 1981, p. 6). According to McCutcheon, 
The audience can compare the study to what they 
personally know--through practical experience, 
reading and their own research. When an audience 
agrees with the researcher, in a sense they 
multiplicatively corroborate the study ••• 
Because of intersubjectivity, an audience reading 
an interpretive study personally generalizes 
from what is being read to their own case. While 
certain aspects of the setting or characteristics 
of the participants may differ from those of an 
audience, the audience may be able to generalize 
from parts of the study to their own situations. 
The researcher shares perceptions, biases and 
" 
facts and reeducates the audience intersubjectively • 
• Generalizability in interpretive studies, 
then, rests on the assumption of the intersubject-
ivity of interpretations and readers' ability (sic> 
to generalize personally to their own situations 
rather than on the researchers' generalizing to 
populations larger than the sample used in a par-
ticular study. (pp. 8-9>. 
Alternative suggestions for academic advising were not 
the intended outcome of this study. It was felt that by 
proposing practical options, "it shifts the focus of 
criticism of what exists to the proposed alternative," and 
"the original criticisms of the existing problems are 
ultimately ignored." <Perkinson, 1971, p. 14) It was consi-
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dered to be more important to listen and to react to what the 
students were saying, in order to assess the validity of the 
assumptions made regarding academic advising. 
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§~l~£i~Qn Qf §~~i~£ia 
The subjects interviewed for this study included a 
selected sample of students who have attended or were at-
tending the university. In order to provide a set of diverse 
profiles, eight full-time and part-time students of different 
ages, from divergent ethnic, social, geographic, and racial 
backgrounds were included. Their diversity and their experi-
ences as undergraduate students at the university were the 
only criteria for their selection. It was not felt that 
these students were "special" or "atypical," except in their 
own uniqueness as individuals. They were selected only by 
virtue of their knowledge of and experiences in the uni-
versity setting. The validity of a sampling of this size 
lies in the strength of the personal involvement of each 
student with the university's academic advising process, and 
the experiences of each were analyzed in relationship to the 
six assumptions stated about academic advising in Chapter I. 
Qeie QQll~£i~Qn 
Information was collected from the following sources: 
1. Interviews and discussions with selected students. 
2. Unpublished memoranda and handbooks from the Office 
of Academic Advising; 
3. 1984-85 University Bulletin; 
4. Discussions with the staff in the Office of Academic 
Advising; 
5. Observations by the researcher as a student and as 
an academic advisor in the Office of Academic Advising; 
6. 1984-85 Student Handbook. 
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The main source of data for this study was the in-depth 
interviews with selected students. A general profile of each 
student was made a part of the study, and included age, sex, 
ethnic background, status in school, home town, full-time or 
part-time status,·academic major and minor, and whether he or 
she lived on campus or commuted. The primary focus of the 
interviews was their personal feelings and perspectives re-
garding the overall academic advising that they had experi-
enced at the university. 
Three data collection strategies were used in formula-
ting this research: observation, interviewing, and analysis. 
Because of the unstructured nature of the interviews, the 
following questions were intended to be used only as guide-
lines and were altered, based on each student's background 
and experiences. The importance of stressing the conversa-
tional aspects of the interview was to reinforce the idea that 
qualitative work involves "considerable human interaction." 
<Rist, 1982, p. 443>. 
1. How did you select your major? Did anyone at the 
university help you make this decision? 
2. Did you ever change majors? If so, why? Did anyone 
at the university assist you in making the change? 
3. How much assistance have you had in planning your 
courses? Who was the most help? 
4. Are you satisfied with the amount of autonomy you 
have had in selecting your general coursework? In selecting 
your major coursework? 
5. Have you found these courses to be relevant? 
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6. Have you ever considered submitting a Plan II (self-
prepared) program of study? Why or why not? 
7. How much help do you feel the university catalog has 
been? 
8. When you first came to the campus, what preconceived 
ideas about academic advising did you have? How have the 
realities been different? 
9. How much help has your faculty advisor been? 
10. What are your feelings about the central Office of 
Academic Advising? Why have you gone to the office? How 
helpful have they been? 
11. Has the size of the institution or the student body 
presented a problem to you? If so, explain. 
12. How do you feel about the statement printed in the 
university bulletin that it is the ultimate responsbility of 
the student to meet all requirements for graduation? Have 
you had the information necessary to accomplish this? 
13. How would you evaluate the overall effectiveness of 
academic advising at this university? 
The interviews were largely conducted in the university 
library; it was felt that a setting familiar to the students 







The eight students selected for participation in this 
study were unknown to me personally. The criterion I used for 
their selection was specifically their status as undergraduate 
students in the university in which the study was done. In 
one case, a graduate student was interviewed, but since he had 
attended the university during the previous four years as an 
undergraduate, I felt that his inclusion in the study was 
justifiable. In several cases, I made contact with students 
through my position as advisor in the Office of Academic 
Advising; in other instances, I was given names of students 
by acquaintances; several other students were called randomly 
on the telephone and asked to participate in the study. To 
the best of my knowledge, none of the students who partici-
pated knew each other. 
When I contacted the students, I was looking for diver-
sity more than anything else. I felt that it would be valua-
ble to the study to select students of different races, from 
different ethnic backgrounds, both males and females, 
students from large cities as well as from small towns, 
students with different majors, and of different ages. The 
only students who were rejected for participation in the 
study were those who seemed too similar to the othe~ students 
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already interviewed. Students were not selected because they 
did or did not have a particular complaint or a particular 
experience or problem. When I first contacted the students, 
I had little or no idea of their actual experiences in the 
university. 
Originally, it had been my intention to interview twelve 
students, and from those twelve, select the best eight for 
presentation in this paper. However, since each, in his or 
her own way, told a powerful story about the student's very 
real experiences at the university, all eight students who 
were interviewed were included in the study. 
Initially, most of the students who consented to be 
interviewed appeared to be nervous; they did not know me, nor 
did they fully comprehend the way in which I was going to use 
the information they were giving me. All were releived to 
hear that their names would not be used; several had to be 
assured more than once that only the first initial of their 
first names would appear in the paper. Nearly all of the 
students were concerned about possible repercussions to 
themselves, and for several, this uneasiness seemed to per-
sist throughout the interview as they struggled to remember 
not to use the names of friends, faculty, advisors, or ad-
ministrators. Those who mentioned specific names asked for 
assurance that those names would not be used in the study. 
Although their uneasiness was often apparent, I have no doubt 
that the responses from these students were their honest and 
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sincere feelings and beliefs. 
I chose the library as the setting for the interviews; 
there are small typing rooms on each floor, and with the door 
closed, it was virtually soundproof to students studying in 
the next room. I felt that the library represented a neutral 
environment, a place with which the students were familiar 
and comfortable; besides that, it was a good central location 
for students to reach in short time before or after classes. 
In two instances, it was more convenient for the student to 
meet in another location. One student preferred to talk in 
his own apartment; another asked to be interviewed in an 
empty room where she worked, so that she would not have to 
take off time from her job. 
It was interesting to me to note the surprise expressed 
by most of the students to be asked to participate in a study 
of this nature. They gave me the impression that they did 
not think anyone was interested in wh~t they had to say. 
Several students verbally expressed the feeling that since 
they were students, the information they were giving me would 
probably get no farther than my dissertation committee; how-
ever, all appeared hopeful that someone ''of importance" might 
read of their experiences and initiate some necessary im-
provements in the academic advising system. 
I enjoyed immensely talking with each student and 
listening to their stories. Surprisingly, every student who 
participated in the study thanked me after the interview 
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ended, and told me how much they, too, had enjoyed the con-
versation. In a way, their. talking was a catharsis for them; 
the telling of their stories often conjured up their anger or 
their disappointments, and "griping" to me, as they referred 
to it, seemed somehow to make them feel a little better. In 
addition, several of the students who initially said that 
they had no real complaints about advising, found by the end 
of the interview that they were not as satisfied as they had 
previously believed. It was through our conversation that 
they began to take a closer look at their experiences. 
I feel that I gained a great deal from listening to the 
students, as well. In my job as an academic advisor, I 
discovered that I now tried to look at each student as an 
individual with special interests, abilities, and needs. 
Because it was a repeated complaint that academic advisors 
were "professional" to the point of working with students 
just long enough to solve problems, I found myself spending 
more time with individual students than I did before, often 
just sitting and talking about the student's plans and 
experiences in the university. Except for a few students who 
were in a hurry themselves, nearly all seemed to appreciate 
the personal attention, even if the time were not spent 
discussing a particular problem. 
As an unexpected outcome of the interviews, in several 
instances, I was able to use my knowledge as an academic 
advisor to explain some facts or share some bit of informa-
tion with the students, and in that way, answer some of their 
questions and fill in some of the missing gaps in their 
knowledge of academics in the university. 
The questions that I asked the students were open-ended. 
I asked for feelings and opinions; I asked them to tell me, 
in their own words, the experiences that they had had with 
their faculty advisors, with the advisors in the Office of 
Academic Advising, with instructors, and with staff members 
in the university. I wanted to know if they were helped, how 
they were helped, or how they were not helped. I asked for 
their reactions and their assessments. The list of questions 
(see Chapter III> was used only as guidelines, and was 
changed and added to according to each student's personal 
background and experiences. 
Following are the stories of eight university students. 
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R. was a soft-spoken, articulate white male, aged 23, 
from a large, metropolitan city in North Carolina, who 
received his undergraduate degree from U of C in 1983 in 
drama, with a concentration in acting and directing. His 
interest in this field dates back to junior high school, and 
he was extremely excited and honored after he had auditioned 
and was selected along with 11 other high school students for 
inclusion into this pr.ogram at U of C in the fall of 1979. 
Convinced by the school's recruiters that the drama depart-
ment at U of C was one of the best in the area, R., an honors 
student in high school, was determined to work hard in order 
to get the most out of his educational experience. 
R. quickly found that his expectations of college were 
somewhat different from the reality. His first doubts began 
to surface regarding the required coursework related to his 
major: 
The way it's laid out, it's so incredibly strict 
the way my program is set up, the major require-
ments and the required electives. I was required 
to take 23 hours of elective classes. It's so 
strict that if you do not follow it almost exactly 
the way it's set up, then there's no way you can 
get out in four years. I wish my degree program 
was more flexible. I wish I could have felt like 
I could have taken an extra 3 hours here and there. 
I was paying for it, but I was paying for exactly 
what ~bg~ wanted me to take. 
After reflecting on the incongruency of the drama 
department's "required electives," R. added that he felt that 
many of the required courses were "totally inappropriate" to 
his degree program. Two courses he particularly singled out 
as being so were "Media for the Stage," and "Improvisations 
and Dance," taught by the dance department. 
"Media for the Stage" and "Improvisations and 
Dance" are so out of the field of acting, that 
my ability was not up for competing with the 
dancers that were in there. I think it was two 
poor choices for a BFA major, especially for 
those who had to do some serious re-working 
because of a physical handicap. 
Besides the courses being unsuitable for his major, he found 
that there was an additional difficulty with regard to the 
attitudes of the instructors: 
I went into that class, and the first day of class 
the teacher told us that no theater student has ever 
made an A in the class. And you start from there. 
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Outside of his major program of study, R. indicated that 
it appeared to him that the university and college course 
requirements were set up for the students to fit into, and 
not to fit the students' needs, interests, or abilities. He 
saw this as a basic lack of confidence that schools have in 
their students to be involved in making decisions concerning 
their own programs of study. And he felt that students 
passively resist this lack of autonomy by taking courses that 
are "easy." 
I feel like any school does not trust the ability 
of the student to make up his own mind. I guess the 
assumption is that if they don't require you to take 
a certain number of humanities or social sciences 
that you're going to take golf or bowling for all 
those hours and get credit for it ••• Where they 
said I had to take 6 hours of natural science and 
math, you'll notice I took Math 112. In high 
school, I took calculus. But because I b~~ to 
get a math requirement, I took the easiest math they 
offered. What I'm saying is because I was 
c~g~~C~Q to take these courses, I took the 
easiest ones that I knew, that I could get over with 
and just get out of. And I think if I was not 
required, I could have taken something that would 
have challenged me, or something that was 
interesting to me. I think most of these classes 
that I picked were classes that I knew I could just 
knock off. 
R. said that he tried to do everything he was required 
to do in order to earn his degree in four years, but that 
regardless of his intentions, he still experienced difficul-
ties because of inadequate advising. Again, his actual 
experiences did not live up to his original expectations: 
I thought that my advisor would be a person that 
would have knowledge of when it would be appro-
priate for you to take what course, what level, 
what courses should be taken in what year. When 
do I need to get these in, that kind of thing. 
The advisors I had were very friendly and very 
personal, but none of them seemed concerned over 
what classes I was taking. It was pretty much 
like, "Well, what classes have you signed up for 
this semester?" And I would tell them, and they 
would say, "Oh, that sounds good." 
Although disappointed in the lack of concern for or 
knowledge of course requirements that his advisors seemed·to 
exhibit, R. believed that there were reasons for this. Part 
of it, he felt was a lack of communication between the de-
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partment heads and faculty members. He also felt that facul-
ty advisors assumed that students, along with the help of the 
university catalog and the outline of required courses handed 
out by the major department, should assume the major respon-
sibility for taking the right courses at the right times. 
They just felt like ~~ knew what ~g were doing 
more than th@~ knew what th@~ were doing, 
thinking that we got the answers to questions from 
the course outline, the catalog. They seemed to 
feel like we knew what we were doing, we knew what 
we wanted to take, and their job was only to approve 
it. 
Even when an advisor would spend extra time with him going 
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over his program, R. felt that the result was still the same: 
I don't even think if they'd given more time to 
the guidance that they knew what to do. I don't 
think they're aware of the schedules. I don't 
think if they sat down and worked with me for 15 
minutes that they would even know what to suggest 
to me. I liked my advisors, but they didn't help 
me very much. 
In R. 's case, neither the university catalog nor the 
department's outline of courses alerted him to the fact that 
several required courses in his major were offered only 
during alternate semesters. 
I was supposed to take World Theater I and 
World Theater II. Those were both required 
for my major, but they were only offered every 
other fall semester. So it came to be the second 
semester of my junior year,,and I signed up for 
the World Theater I in the fall, and found that 
I couldn't take World Theater II in the spring. 
Because I wasn't advised to take that a year 
earlier, there was no way I could get it in 
before graduation. 
Since neither the university catalog nor the schedule of 
course offerings that are published prior to the upcoming 
semester indicate courses which are only offered in alternate 
semesters, there was no way for R. to have obtained this 
information, except verbally from an academic advisor or from 
his peers who may have had a previous experience with 
scheduling these courses. According toR., 8 out of the 12 
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students in his program found this lack of information to be 
a ~erious problem. As it was, R. discovered by accident that 
he was going to be short one class for graduation when he 
went to the Office of Academic Advising for a degree 
audit. 
I didn't even know what an audit was until some-
one said, "Well, you should probably get an audit 
and see how you're doing." Someone said they had 
just got their audit done and found out that they 
had to go [to schoolJ this summer. And so I said, 
"Well, I didn't know there even was such a thing. 
I guess I'd better do it." When I got the audit, 
they took me into a little side room and went over 
everything and told me what I needed, and scared 
me to death. [TheyJ said, "You should have gotten 
this course back then. You should have gotten 
this your sophomore year. Why didn't you do that, 
because it's not going to be offered again before 
you graduate." 
R. experienced feelings of anguish and anger when he 
discovered that despite the fact that he had worked hard to 
maintain a 3.5 average and had done everything he was told to 
do, that because he lacked a specific piece of information, 
he might not graduate on time. 
It's a frightening experience to get that far 
and then to have to call home and say, "Well, 
I don't know if I'm going to graduate. Hold 
off buying the invitations." 
The advisor with whom R. spoke in the Office of Academic 
Advising sent him back to the head of his department to 
request a course substitution. Even though he felt that he 
had a good reason for requesting an alternate course, R. 
found that he had a difficult time getting the waiver and 
spent some anxious moments waiting for the approval to come 
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through. He felt that one reason the substitution was 
finally agreed upon was because of his high grade point 
average, and that had his average been lower, things may have 
worked out differently. 
R. firmly believed that the lack of information given to 
students is a kind of power-play, a ''deliberate oversight" as 
a means of delaying students' degrees in order to force them 
to sign up for additional courses: 
The feelings that I had were that the school. 
would do anything to keep me here another semester. 
I really felt that way. What I got from the office 
[of academic advising], even though they were ef-
ficient in what they were telling me, I felt like 
their job was to keep me here another semester. 
The ultimate goal is to get that money. 
In addition to his being short one class for graduation 
which would not be offered during his last semester, R. was 
also told by the Office of Academic Advising that he was 
taking too many 100-level courses during his senior year. 
<Students are allowed a maximum of 12 credit hours of 100-
level courses for their last 60 hours.> Again, he was dis-
turbed because he had not been told this information, and 
although it was pointed out to him that these regulations 
were printed in the catalog, he felt angry that it hadn't 
also been reinforced verbally by someone, if, indeed, it was 
as significant a requirement as the central advising office 
made it seem. 
The only time I ever used the catalog was to 
pick out one of the few unrequired electives I 
could take. That was the only time I used it, just 
to see what the course description was. I was given 
this sheet by the department and told, "If ~ou follow 
this, you're fine." It doesn't go far enough, 
though ••• If this is so import.ant, then students 
should be informed in some way. Maybe outlined: 
"This is the way you should do it. You've got to 
get all the 100-level courses in." Let them make 
some suggestions. Let them tell you what year to 
take what courses, as long as they're telling you 
what to take, anyway. 
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R. keenly felt the incongruency between being treated as 
less than an adult throughout his undergraduate years, unable 
to plan his own program of study or challenge required 
courses, and at the same time, being expected to take full 
responsibility for graduating on time, even though some of 
the pertinent information he needed to accomplish this had 
been withheld. Even though the drama department attempted to 
evaluate each student's program at the end of each year with 
a "jury" consisting of three faculty members, R. felt it was, 
at best, a limited exercise. 
It was basically a thing like what gripes do you 
have. I thought that was pretty good, but that 
was only departmental. I don't think it really 
ever got down to course requirements • • • As far 
as actually suggesting alternative plans, no. 
As far as keeping up to date on scheduling and course 
requirements, R. felt that his faculty advisors and depart-
ment professors were basically not given enough information, 
either from the department head or from the Office of Aca-
demic Advising. Besides this, he believed that faculty 
members lacked the motivation necessary to keep up with new 
information and requirements, and that this was an important 
factor in the advising process. 
They £QYl~ know. They ~bQYl~ know. Maybe 
faculty advisors don't take their job very 
seriously. They don't have any incentive to. 
Maybe they should get credit, just like a high 
school teacher does for coaching. 
Even as a graduate student, R. has felt the affects of 
inadequate academic advising. Currently enrolled in a 
teacher certification program, he has found once again, that 
although he has not been misadvised, he has also not been 
given information which he considers to be crucial for his 
success. 
In the teacher certification program, they're 
not really aware of what school systems want. 
They're not really informed of what's going on 
out there. [The schoolsJ want me to have a double 
certification in English. And, of course, my 
advisor didn't know anything about that. This is 
a school preference that you can teach English as 
well as theater, because they don't have enough 
classes for you to just teach theater all day. 
The advisors I had were not aware of that. Or if 
they were aware of it, they didn't get into it. 
Throughout his conversations, R. expressed the feelings 
of frustration and powerlessness that he had experienced 
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throughout the four years he spent at U of C. He felt that he 
was a good student, but that he could have been better, and 
he blamed this deficiency on the way he believes students are 
treated by the university. He cited the lack of trust in 
students to plan their own programs as a major factor; he 
knew nothing of the Plan II option, but believed from his 
personal experiences that even if he had known about it, it 
would have been very difficult to get approval for a self-
planned program of study at U of C. He spoke wistfully about 
the courses he would have liked to take, but admitted that 
with the degree requirements "hanging over his head," and a 
program of study that left very little room for free 
electives, he was more conditioned to doing ''just enough" in 
order to finish in four years. R. found that one way to 
protest the lack of student autonomy, albeit passive, was to 
take the easiest courses possible that would satisfy the 
requirements. He wasn't proud of that accomplishment, 
however, and felt that in the long run, he was the one who 
was shortchanged by the strategy. 
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R. 's feelings of powerlessness were also related to his 
academic advising. While not specifically misadvised, a 
situation that he could have dealt with more effectively by 
virtue of the concrete proof he would have had to back up his 
claims, he was instead faced with the very amorphous quality 
that characterizes advice that is withheld. Although he was 
not convinced that the size or bureaucratic structure of U of 
C was to blame for the oversights, since he was in a program 
with only 11 other students, he nonetheless compared the 
attitudes at U of C with those that he encountered at the 
electric power company. After telephoning the power company 
in January about a bill that he felt was excessive, he was 
told that the cold weather was to blame, and that regardless 
of his suspicions, no one would be sent to his home to check 
his meter for accuracy. R. spoke of the feelings he experi-
enced in the Administration Building in similar terms: 
I have trouble with the Administration Building--
the atmosphere of the offices there. Sterile. 
The cashiers, the registration, the academic 
advising. They're all very impersonal ••• 
they don't want to listen to you. They just want 
to tell you when you're wrong or that you've done 
something wrong. 
R. 's "catch-22" situation was that he was held 
accountable for virtually all academic responsibilities for 
four years, and yet received inadequate follow-up assistance 
on the pre-determined courses that were made a part of his 
program of study. He thought that he might have gotten an-




A. was a very quiet, petite, white female, aged 20, a 
junior from a small, farm community in North Carolina, 
majoring in fashion merchandising. As a freshman entering a 
large university from a small, rural high school, away from 
home for the first time, A. indicated that she felt over-
whelmed by the complex process of acclimating herself to a 
dynamic, dispassionate environment. Even the selection of 
her major caused her a great deal of frustration and anxiety, 
and she thought that the lack of basic guidance was a primary 
factor. 
I don't think that I had any idea at all what it 
was going to be like ••• Through high school, I 
never had to study, and then I came to college 
and was away from my mother, [andJ everybody was 
drinking beer. I was afraid that there would be 
nobody to guide me at all. And actually, that's 
really what happened. 
She selected nursing as her first major, and because of 
her inexperience with college courses, and the negligence of 
her freshman faculty advisor to carefully examine her course 
schedule, she mistakenly enrolled in some upper-level classes, 
which resulted in a grade point average of .75 for her first 
semester. 
I'm sorry, but that catalog doesn't exactly tell 
you what you need to have and when you need to 
have it. Coming into this place, I could think, 
well, what's the difference between a 500-level 
and a 100-level course? And be a freshman and 
try to take a 500-level course, because I have to 
have it. 
This experience discouraged her from continuing as a nursing 
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major, and feeling somewhat pressured to select another major 
immediately, yet not knowing who to seek out- to help her set 
her goals, she allowed herself to be influenced by a friend. 
The girl that lived next door to me my freshman 
year was in fashion merchandising. And she was 
doing little art stuff, and I thought it was kind 
of neat. So I checked into it and changed my major 
to apparel arts, because I thought designing would 
be the big thing. 
Changing majors was extremely easy, requiring her to 
spend only several minutes giving the information to an 
advisor in the Office of Academic Advising. Career counsel-
ing from that office played no part in the process; it was 
assumed that she knew what she wanted to do. Once again, a 
lack of personal guidance from an advisor failed to help her 
to discover that her newly declared major, apparel arts, was 
still not the area she was seeking. 
It's like the people there are not interested in 
telling you where you can go with it. All they do 
is sign your cards. When I went into apparel arts, 
the first time I went in, there were 7 or 8 of us 
in one room, and this lady asked us what year we 
were. And then she went through and gave us 4 or 5 
different handouts about schedules. Required 
courses that we had to take. "You may want to go 
with Plan A or Plan B schedule,'' something like 
that. And that's all I had to go by. 
Finally, while working in a retail clothing store, she 
found that she was interested in window and clothing dis-
plays, and changed her concentration once again; this time, 
it was to fashion merchandising. Still, she continued to be 
dissatisfied, this time with her required courses. 
They call my concentration fashion merchan-
dising, and there's one display class offered. 
No merchandising class. No class to tell you 
different methods of displaying jeans or anything 
like that. What we get is like the history of 
costume. We get a lot in textiles and an art 
history class. And an art class that dealt with 
colors and spaces. But nothing that I feel 
really relates to fashion merchandising. 
Although she expressed her dissatisfaction with the required 
courses to her instructors, and believed that they agreed 
with her observations, no one ever attempted to explain to 
her the reasons for the variety of generalized courses in 
her major. As a result, she had a very difficult time 
synthesizing the information and understanding the relevance 
to fashion merchandising. 
In discussing a Plan II option, which might have 
offered a program of study more attuned to her interests, 
A. admitted that although she knew very little about that 
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option, she expressed doubts about the possibility of actual-
ly getting such a plan approved without a great many compli-
cations and difficulties. 
I've heard of people trying to create their own 
major. If it was earlier, I would consider doing 
it, if I had known anything about how to do it or 
how to go about having it approved. It's just that 
every time you start something around here, you get 
the biggest run-around ••• I have never been thrown 
at so many different people in my life. 
A. has had five different faculty advisors and has seen 
five other advisors in the Office of Academic Advising during 
her three years at U of C. She felt that it was probably 
inevitable, then, that getting information from so many dif-
ferent sources would sooner or later result in some conflict-
ing advice. She expressed the feeling that even though she 
was insecure with her own counsel, it may have been to her 
advantage overall if she had simply relied on her department 
handout of requirements and used her own common sense. 
Up until I guess last semester, I was doing 
things on my own, and when I got an audit and 
started trying to really make sure I was doing 
everything right so I could get out of here on 
time, everything messed up. 
Like many students, until she accidentally overheard some 
other students talking about it, she had no idea of what a 
course audit was. 
Basically, I couldn't remember what classes I 
failed my freshman year, [so I went to the central 
office]. And I wanted to have it listed to see 
which ones I had had, and where I stood. A couple 
of times, I had been over there when people had 
said, "I need an audit." I think what actually 
happened, I asked my boyfriend what an audit was. 
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It was her attempt to "do things right" that led to what 
A. considered to be a very serious problem. After requesting 
and receiving a course audit, she discovered two additional 
required courses on the list which she had known nothing 
about: an accounting course and a business course. Her best 
source of information seemed to be other students, who 
insisted that the two courses in question were incorrectly 
listed on her audit sheet. 
Everybody that came in on the same book that 
I did kept saying, "A., why are you taking that? 
You don't have to have it." But I thought I did, 
since my faculty advisor approved it, and the 
academic advisor [in the central office] told me 
I had to have it. It was on that [auditJ sheet. 
By comparing her department handout with the audit sheet, she 
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located the discrepancy, and returned with her audit sheet to 
the Office of Academic Advising in order to have an advisor 
double check the information. Once again, she was told that 
the accounting and business courses were required, and 
believing the advisor to be the "expert," she signed up for 
both courses. Her faculty advisor, assuming that the word of 
the central office superseded that of the the fashion mer-
chandising department, approved A.'s course selection. 
A. was never totally satisfied with the two courses, but 
felt that she probably would have tried to complete them, had 
she found them to be interesting to her personally or rele-
vant to her major. However, she found the courses, especial-
ly accounting, to be not only uninteresting and unrelated to 
fashion merchandising, but very difficult for her, as well. 
Her friends urged her to seek the advice of the Office of 
Academic Advising once again; this time, she asked specifi-
cally that the audit sheet be checked against the 1982 cata-
log, the year in which she entered as a freshman. It was 
subsequently discovered that the audit sheet which she had 
been given reflected the 1984 catalog; it was the newer 
catalog which included the two courses in question for the 
updated fashion merchandising program of study. 
Feeling that the error had been made in the central 
office when she was given the 1984 audit sheet, A. requested 
that she be allowed to drop both courses without penalty, 
even though the last day for drop/add had passed. She 
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experienced a totally unanticipated reaction to this request, 
one which began with her being blamed for the mix-up because 
of the fact that she had changed majors so many times. The 
advisor she spoke with in the Office of Academic Advising did 
not appear to A. to want to help her as much as she seemed to 
want to explain the mix-up. 
The tone of her voice, the way she was making 
it say, "Well, it's really YOUR fault, A." It 
just really intimidated me, and I was mad. 
Maybe I intimidated her with my situation. 
It seemed to A. that the issue immediately became not so much 
that she be allowed to drop the courses, but who was to blame 
for the error. She was further angered when the advisor 
expressed the opinion that had A. been doing well in the 
courses, she wouldn't be sitting in the office at all with 
her request to drop them. Believing this fact to be irrele-
vant to her own personal feelings about the courses, A. 
nonetheless tried to acquiesce by saying that she would wait 
until after the next exam in both courses before requesting 
that she be allowed to drop them. The Assistant Dean of 
Academic Advising, however, gave her 24 hours to make up her 
mind: either remain in the courses, or initiate an immediate 
appeal for withdrawal. Feeling pressured to make a decision, 
and fearful of risking a poor grade, which would lower her 
already sagging grade point average, A. ·opted to proceed with 
the request to drop the courses. However, she again experi-
enced problems. The two people in the Office of Academic 
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Advising who handled course withdrawals for academic reasons 
had that very morning been reduced to one. A. found that the 
remaining advisor who could handle her case would not be in 
the office that day, and would be there on the following day 
only during the time when she had a class. The first advisor, 
who ~22 in the office and who was familiar with the with-
drawal procedure but who was no longer assigned that respon-
sibility, declined to go against office policy and process 
the request. Caught in the middle of an office policy change, 
A. was forced to miss part of a class in order to fit into 
the limited appointment schedule of the only other advisor 
available to make a decision about her case. She left the 
office in tears, feeling discouraged and confused. 
It took me three days to finally get to see 
somebody. I set up an appointment with [the 
advisor I was supposed to see and left my class 
earlyJ, and I went over there. And he was not 
there, and I had to see [the Dean of Academic 
Advising.] I went in his office and he sat in 
his c:hair. He said, "Have a seat," and I sat 
down. He said, "Now, I 've read over your folder, 
but I want you to tell me in your own words what 
is going on. And I started telling him, and he 
said, "You're wrong, A., you've got that wrong. 
That's the way it works here." And then I never 
did get to finish telling him what happened. He 
just interrupted me and went on with what he had 
to say. And I think it's real sad. 
Once again, A. felt that the issue was one of laying the 
blame, rather than the approval of her request to drop the 
courses, and she became increasingly angry and upset at being 
treated as if she were an irresponsible person. 
I don't like to feel like anybody is taking 
advantage of me. And I don't like to let people 
get away with not caring. I think that if it's 
their fault, they ought to admit it. It's just 
like yesterday, my roommate had to babysit, and 
another girl was· going with her. Well, the other 
girl was late, and [my roommate] kept saying, 
"This is making ME look irresponsible." And I 
just think that if it's their fault, they need 
to do something about it ••• I think they think 
they need to be right. 
A. could never fully understand what she referred to as the 
"inconsistency'' in academic advising; why, after being told 
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repeatedly by advisors to follow the catalog requirements for 
the year she entered the university, she would be given an 
audit sheet from a more current catalog by the same advisors, 
and then be treated as if she were to blame for the error. 
A. characterized academic advising at U of C as being 
fairly consistent with the way she felt she was treated during 
registration, drop/add, in dealing with cashiers, and when 
talking with residence hall people. She did not believe the 
impersonality was as much a factor of the size of the 
institution as it was the fragmentation of ~ervices, 
combined with the low priority that those groups placed on 
students. 
I think it's because nobody works together ••• 
[theyl never make any contact with each other. 
We are what makes the school. Without us, the 
people have no jobs. [Butl I think [we're onlyl 
in the back of their minds. I don't think they 
think about how important we are to them. I think 
because it's a job ••• they're too busy to be 
concerned about any of the students. Every school 
is going to have its faults, but if everybody 
worked together and tried to set one pattern and 
one way of doing things, instead of 15 people doing 
all different things, it'd be a whole lot better. 
A.'s experiences have not left her with a love of 
education. She admitted that she will to try to enroll in 
the easiest courses possible from now on, because "I just 
want to get out of here. That's number one--with the least 
fuss possible." 
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A. did not know if another type of academic advising 
would have made her feel any differently toward formal educa-
tion or not. She would like to have had the chance to find 
out, but at this time does not plan to pursue further 
schooling, and, in fact, may not finish her bachelor's 
degree. 
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T. was a tall, outspoken, black female student, aged 20, 
from the southeastern Piedmont section of North Carolina, 
majoring in communication studies, with a concentration in 
broadcast/performance. It had been her dream since her early 
high school days to have a career in radio, and she selected 
U of C because of its reputation for having an excellent 
communication studies program, and because of the lower cost 
of attending a state institution. It wasn't long, however, 
before she became disenchanted with the program, feeling 
quite limited as to the number of courses she was allowed to 
take in her major. She accepted without question the liberal 
arts courses required by the university to complete a 
bachelor's degree, but she was never quite sure where she 
stood in terms of the courses she should take. 
I was confused about the electives part of it. 
I knew about the college and university require-
ments, but never added up how many they would be. 
I only have to have 36 in my major, 122 altogether. 
Where are these 80-some hours coming from? I don't 
know how many electives I'm supposed to have. [And] 
I feel like we don't take enough courses in our 
major. Sometimes if you'd like to audit a class, 
communications department already says ••• they don't 
want you to audit because they're limited in num-
ber ••• They'd like to keep them small because of 
the equipment and don't like people to audit them. 
So you can't audit and you can't take [but so many 
of them] ••• I'd like to take as many courses as 
I want to take. 
The Office of Academic Advising warned T. that for every 
hour beyond 36 in her major, the maximum allowed in communi-
cations, she would be required to take an equivalent number 
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of hours in liberal arts beyond the required 122 hours for 
graduation. The restriction discouraged her from pursuing 
many courses she thought would be interesting, and encouraged 
what she described as a self-centered attitude with regard to 
changing the system. 
I feel like it wouldn't affect ME [to try to 
change things]. I know that's mean, but it 
wouldn't affect ME, and there are things I could 
be working on rather than that. I feel like my 
time is limited. It's not going to help me 
NOW. They wouldn't put it into practice soon 
enough for me. 
T. characterized the early academic advising that she 
received at U of Cas being nearly ideal. As a freshman, she 
was accepted into the Residential College, a two-year program 
in which students live and attend classes in a co-educational 
dormitory. In addition, students engage in different types 
of independent study, community service, and workshops, all 
based on their personal interests. The concern of the facul-
ty members associated with the Residential College was quite 
apparent to T. from the very beginning, and she was made to 
feel that she was an important part of the university. 
It was more personal, and people were always 
helping you in deciding what you wanted to 
do. I think it was a little different than 
coming to the school and going running off 
to see your advisor. The majority of the 
time, I just came downstairs and asked the 
people in Residential College. They were 
very helpful. 
T. also worked in the communications department as a 
work-study student, and received further academic advising 
and information from the people she saw there every day. 
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Although she felt that her assigned faculty advisor was good, 
his time was divided between 108 other advisees, and she was 
grateful for the extra information she was able to get b~ 
chance from the materials she was stapling, copying, and 
filing at work. She found this to be much more helpful in 
the long run than any of her advisors had been, and expressed 
the belief that their concern for her as a person was virtual-
ly non-existent. 
It's a large university, and it's like all us 
human beings walking around are pieces of paper 
going through files. Everybody is capable of 
error, and if you don't keep check of what's 
going on and make sure you've got your stuff 
right, if you did it wrong, you have to go 
to summer school • • • You have to keep check of 
what's going on. All you have is just your 
say-so, which means nothing. It's not enough 
to say someone told you something. The uni-
versity says this, and you're just standing 
there saying, "But the lady said • " You 
don't know the lady's name, you don't have it 
in writing. You have to keep check yourself. 
As a junior, T. has managed to maintain a 2.4 cumulative 
grade point average, while taking a full class load of 15. 
hours and working as a resident assistant in an undergraduate 
dormitory. Although she did not consider herself to be a 
brilliant student, she felt that her grade point average was 
respectable; and for three consecutive semesters during her 
first two years, she averaged a 3.0 grade point average. She 
was totally shocked, then, to receive the following letter 
from the Office of Academic Advising, which included no 
salutation except her name and home address, and no closing 
except for the signature of the Dean of Academic Advising: 
<Student's name> 
<Student's address> 
January 2, 1985 
We have received your grades for fall semester 
and we find that you have failed to pass the 
minimum number of hours required for continuing 
in The University. In order to be eligible to 
continue as a student, you were required to 
pass a minimum of nine semester hours during 
the semester just completed. We regret that 
you failed to meet this minimum requirement, 
thus becoming academically ineligible to con-
tinue your enrollment at U of C. 
We will notify the appropriate offices of your 
ineligibility. If fees have been paid for the 
spring semester, the Cashier will make the ap-
propriate refund within a short time. If you 
confirmed your registration for the spring 
term, this will be cancelled by the Registrar. 
For an explanation of academic progress regula-
tions, we refer you to that section in the U of C 
Student Handbook. If our office may be of fur-
ther assistance to you in any way possible, 
please call upon us. 
Best wishes for success in your future plans. 
[Dean of Academic Advising] 
The letter referred to the fact that T. had failed to 
pass at least three of the six courses for which she was 
enrolled, even though she had two A's and one B in the 
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courses she passed, and was borderline passing in the courses 
she had failed. She was angry and upset that neither these 
facts, nor her previously unblemished academic record, was 
taken into consideration. 
I felt like, I've never been on academic pro-
bation, I've never broken any university policies, 
so why should they tell me I'm academically in-
eligible to return? I understand, ok, I didn't 
pass these 9 hours, but look at my record! Have 
I done anything [wrong]? Have I broken any rules? 
Some of my friends the second semester of my fresh-
man year didn't come back. They just got that 
letter, which says, "You can't come back to school. 
The End." Which is how my letter read. It was 
very cold. 
According to figures supplied by the Office of Academic 
Advising, 384 letters like the one T. received had been 
automatically sent out at the end of the fall 1984 semester 
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to all undergraduates who failed to pass at least one-half of 
their courses. Of that number, only 98 knew enough to ap-
peal. T. was one who did, feeling that her good academic 
record and an explanation of the serious personal and finan-
cial problems she was experiencing at that time would serve 
to get her reinstated. She checked the student handbook, and 
went to the Office of Academic Advising. She was never given 
the opportunity to plead her case to anyone in person, 
however. Instead, she was told to write a letter stating her 
appeal, and that the Office of Academic Advising would "let 
her know" the Dean's decision later. 
Some lady in the back room said to write a 
letter and bring it back. I had already 
written the letter and brought it with me, so 
I gave it to her. And she said not to come 
back, to call instead, and they would tell 
me yes or no, if I was back in the university. 
If they said "no," I would have taken it a 
step further. I don't know where, but I 
would have definitely found out. I had asked 
to see the Dean, but she said he was in a 
meeting. I wasn't afraid that I wouldn't get 
back in. Because I was like, hey, what right 
do these people have? I had too many pluses 
and only one minus, that's how I thought about 
it. 
T. developed very negative feelings about the Office of 
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Academic Advising from this and other experiences. She found 
the attitudes there to be incongruent for an agency whose 
function is supposed to be that of helping students. 
People have to take into consideration, I 
mean, you know that you have a hard day some-
times, but when you're working with people, 
you have to put all this aside, even in the 
manner that you just say, "Hello, may I help 
you?" Some people aren't very pleasant. And 
that can be a big turn-off in academic advising. 
You can come in there scared stiff, and that 
person snaps, "May I help you?" "She's not in 
right now." The whole attitude. 
Still, T. ~aw the office to be a necessary part of the 
university system because of all of the changes that occur 
from semester to semester in course numbers, requirements, 
scheduling, program changes, etc. But she wished that the 
focus would be less negative, and that she could get advice 
without feeling chastised by the advisors, especially if 
errors are made on the part of the advisors, themselves. 
[Students] think they're doing everything right, 
and they get ready to graduate and [advising] says, 
"Oh, no, no, no, no, no! You didn't do this!" 
[ButJ it should be thoroughly checked. If a 
freshman or a sophomore is told to go and get an 
audit, they come in and get it, and 10 times out 
of 10, they just 1 ook at it and say, "Oh, I have 
to take this, this, and this." They don't re-
check what is on there. I checked mine carefully 
and saw that something wasn't right. 
T. was referring to an audit sheet she had been given by an 
academic advisor for a communication studies major with a 
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broadcast/cinema concentration; because she was working on a 
broadcast/performance concentration, the required courses 
were somewhat different. Had she not noticed the difference, 
she might have been obliged to attend summer school or to 
delay her graduation another semester in order to make up the 
additional courses. She revealed that the feelings of dis-
trust she had already developed from being at the university 
caused her to double check the audit sheet, thereby discover-
ing the error. 
Since I've been at this university, [I've 
learned] you have to do everything for your-
self. People don't give you anything. You 
don't just sit in your dorm room. You have 
to get off your butt and go and work for your-
self, and that's one thing that I've learned 
here. 
T. received another letter recently from the university, 
and recalled that she was almost afraid to open it. 
as follows: 
February 26, 1985 
MEMORANDUM 
To: All Undergraduate Students 
From: Coordinator, Student Retention 
Re: Faculty Advisor Contact 
We hope you are having a successful spring sem-
ester at [U of CJ! 
To emphasize the importance of academic success, 
we urge you to visit your faculty advisor 
It read 
during the first weeks of any semester. Your 
advisor is interested in your progress here and 
is available <during his/her office hours> to 
assist you. You should contact your advisor con-
cerning any academic difficulty you experience. 
If there are questions your advisor cannot answer, 
please be certain he/she will refer you to the 
appropriate office. 
REMEMBER: [U of CJ CARES ABOUT YOU. SEE YOUR 
FACULTY ADVISOR. 
T. 's reaction to the letter was one of irritation and 
disbelief. In view of the letter she had received only six 
weeks previously, she found it difficult to treat the second 
letter as anything but "lip service." 
Everyone in the university got a letter today. 
It says, "This is the middle of the semester 
and the university cares about you, see your 
academic advisor." And I thought, "This is 
pure bull." It was a waste of paper and labels. 
T. summed up her three years of experiences with acade-
mic advising in the following way: 
I think what I got, I got from just being in 
the right place at the right time. In my 
freshman year, being in the Residential 
College, and working in the communications 
department for my first two years. And talk-
ing with the professors and instructors there, 
and seeing other people come in with problems, 
and seeing their problems corrected or not cor-
rected made me stop and think, "Hey." It gave 
me some insight on things to do. So I just 
happened to be in the right place. 
T. did not feel that she owed anyone any thanks for her 
academic advising. She believed that it was through her own 
efforts that she had gotten ~s far as she had, and she felt 
that when she finally graduated, it would be through her own 
efforts. One lesson that she felt she had learned well from 
the university was that the only individual she could really 
trust and rely on was herself. 
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S. was a clean-cut, sensitive, 22-year-old white male 
student from southwestern Virginia, who lived off campus and 
worked 10 hours per week. Classified as a senior, he had 
declared English as his major only the previous year, and 
maintained close to a B grade point average. Although quiet 
and soft-spoken, S. related the many times he felt he had to 
fight to make himself heard at U of C. 
S. blamed poor academic advising for his initial 
difficulties as an incoming freshman student. Because his 
first assigned faculty advisor was out of the country during 
registration, and because apparently no one thought about 
assigning him another, he went to the Office of Academic 
Advising to talk with someone about classes he might take 
as an undecided major. 
There was a woman who sat down with me, and 
we established that I was undecided about my 
major. And she just said, "Well, this is what 
freshmen generally take." And so I ended up with 
a schedule of algebra, western civilization, 
biology, Spanish, and another class, as well. 
And for me, being a freshman without really 
knowing what college was going to be like, it 
just completely wiped me out after a few weeks. 
There was no explanation about the way college 
might be, a way to look at things and to gear 
them to my own abilities or my own interests, 
that sort of thing. And I think that it pro-
bably was a mistake just to assume that I was 
going to be like any other freshman and was 
going to be able to take those courses ••• 
They're saying you have to take these courses, 
so they go ahead and throw you in there. 
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S. forgave the advisor for recommending general freshmen 
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courses that were too difficult for his abilities, understand-
ing that the university system was based on required course-
work, and that most advisors would probably have reacted in 
the same way. What he could not forgive, however, was being 
treated almost as a non-person in the process. 
I don't think that they showed much interest in 
me as an individual at all. It was more like, 
"You're a freshman, you should take these 
courses." Bang, bang, bang. And there were 
no questions, personal questions or interests 
about anything. It was just, "You're a fresh-
man. Here is what you'll take." I [finally] 
had to experiment myself and just get a feel 
for how things worked. 
Although he felt that his experimentation was, in many ways, 
valuable, he admitted that it also cost him a great deal in 
terms of false starts, dropped courses, extra travel and 
time, which, with appropriate guidance, may have been better 
spent. The result was that S. will spend two years at the 
institution as a senior. 
Once he declared a major, S. thought that his advising 
would improve, but, in fact, his new faculty advisor seemed 
to want to steer him in a specific direction, based not on 
S. 's interests, but on the advisor's own area of specializa-
tion. 
He seems to have the attitude of, "Well, 
you're going to major in English," and it's 
almost as if he wants to gear my curriculum. 
I have to really stick my neck out and say, 
"Well, I want to do this." I have toques-
tion, because he doesn't really take a real 
interest in me and my classes. He seems to 
prefer to say, "Why don't you take this class?" 
It just seems like we could discuss it more, 
and I could make my interests known. 
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Feeling nervous and apprehensive about discussing his own 
interests with his faculty advisor, S. nevertheless 
approached the man with a list of the courses he was 
interested in pursuing. Although he eventually signed up for 
the classes he had chosen for himself, it was not without 
feeling that he was asking too much. Besides the feeling 
that his faculty advisor was "taking the easy route" by 
selecting his courses for him, S. related that he felt that 
he was always intruding on the man's time. And even when he 
did talk with his advisor, he found that usually he would not 
get all of the information he was seeking. 
My contacts with the advisor are very brief. 
It always seems to be kind of a rush. You 
get a kind of a sense of urgency when you 
sit down to discuss something. Time seems 
to be a big thing. You get that feeling of 
being rushed. I don't really get a feeling 
from talking to other students and from 
my own experiences that the advisors are 
completely up on things. I think that they 
can be helpful, and in general, they can 
steer you along, but I think it really turns 
out to be the student's responsibility in 
the end. It reaches the point where you've 
got to fight for that, to get out. 
S. said that he would not mind taking full responsibili-
ty for meeting graduation requirements, if only information 
were easily and clearly available to students. 
I think that the information is not clear. 
It seems like if that information was pre-
sented, it's not something that would be 
ignored by students or by advisors. I think 
maybe it's the whole system. Maybe they have 
to really set down something solid that is 
understandable so that the advisors, at least, 
can understand it, and can, in turn, tell the 
students the fine print of getting out of 
school. They give you the [student] handbook, 
and you kind of have to stir through it and 
figure things out as best you can. 
Believing in the importance of asking the right ques-
tions at the right time of the right person, S. found that 
86 
even when he tried to follow this procedure, there were times 
when he received conflicting information between advisors in 
the Office of Academic Advising and his faculty advisor. The 
difficulty for him lay in deciding how much information from 
each source was actually correct. 
I went to academic advising, and there is a 
person there who has helped me all along • 
But we did reach one point where there was 
a little bit of uncertainty about some of 
the fine print, some little requirement, and 
so she suggested that I see my advisor about 
that. And it's kind of [likel trying to find 
out between the two what the real deal is. 
And if he guessed wrong, S. knew that he would be the one who 
was penalized. 
He felt that the university catalog had been little help 
to him, mainly because of the very general way it was writ-
ten, and the confusing manner in which information was pre-
sented, especially in his major. He believed that relying on 
the catalog alone was not enough to carry a student through 
to graduation. 
I know a lot of people who have thought 
that they were graduating, and have found 
out that, indeed, they were not, because 
of some little hidden requirement or some-
thing that didn't really present itself. It 
was overlooked ••• The advisor should have a 
firm enough grasp on what the procedure is 
to be able to catch stuff like that. To be 
able to question you ••• and say, "Well, look, 
you have to look out for these things," 
instead of the student finding out right at 
the last minute that things are a certain way, 
and that they have to gear towards that. 
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A case in point was the 100/300 level requirement. At U of c, 
a student is required to take at least 36 hours of 30-0-level 
courses and no more than 12 hours of 100-level courses during 
his or her last 60 hours of of classwork. S. said that even 
though he had read the catalog carefully, he did not remember 
seeing this requirement mentioned. Instead, he learned about 
it from a friend, who learned about it when he "got into 
trouble" just prior to graduation for not having enough 300-
level courses. S. was never told why this requirement was 
important, only that it must be followed in order to avoid an 
appeals process prior to graduation. 
S. characterized his academic advising experiences the 
same way he characterized his instruction at U of C.: as a 
rather sterile process without the reciprocal involvement 
between students, instructors, and the material to be 
learned. 
You [don'tJ feel like it's a personal ex-
perience. You can lay back and not really 
be noticed, which is not something I especially 
try to do. But you kind of get the feeling 
that it's happening TO you, as much as any-
thing. You can kind of weave your way through, 
and get a degree without really feeling like 
you've been in there ••• 
S. blamed these feelings partly on the large size of the 
student body. This was especially apparent to him after he 
had taken a course at a nearby smaller college, which he 
characterized as "friendlier" and "c:ozier" than U of C. In 
university classes with several hundred students, S. enjoyed 
none of the familiarity with other students and instructors 
that he considered to be an important aspec:t of a learning 
environment. 
A lot of the required courses Carel real 
impersonal, whic:h I guess, sinc:e there are 
so many students and it's a req~irement, it 
happens that way, where you're in a huge 
c:rowd of people, and you take notes, and you 
take the exams, and you get the c:redit. I 
tend to spread myself so thin that it's 
really a matter of making grades than learn-
ing anything. You've got these neat classes, 
and you look at your syllabus, and there are 
all these neat topic:s that you'd like to 
explore and would like to have a firm grasp 
on, but instead, you've got so many hours 
[to get inJ that you spread yourself to the 
point of cramming for a test, taking it, and 
making a grade. And what that really amounts 
to is simply making grades, and not learning 
information. 
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Although he felt badly about the situation, he felt powerless 
to stop himself from doing what he so strongly disliked; but 
he also believed that he had to be realistic: if he were ever 
going to meet all of the requirements and graduate. 
S. admitted that the size of the institution was not 
the only reason for his feelings of alienation. Normally a 
person who got along well with others, he was surprised to 
find that even reasonable requests for relatively minor 
deviations from the rules were met with hostility. He 
related an incident regarding a math c:lass whic:h he had found 
to be too difficult, and when the instructor suggested that 
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he enroll, instead, in her lower level course, he willingly 
agreed. He was told to see the Dean of Academic Advising for 
approval of the change, and he found the experience to be 
extremely unpleasant. 
The drop/add period had just ended, so there 
was the catch. I was wanting to change to take 
a lower level class a day or two after. And so 
I got a memo from [the instructor] and approached 
academic advising with it. And it turned out to 
be a really big stink over it, because it was 
[made to seem like] a very, very severe and ser-
ious incident, that I was wanting to request 
this ••• The last line [from the Dean] was, "Well, 
we're going to have to consider this very closely." 
And, my Bod, I'm failing algebra, and my request 
was to take a class that's going to help me to 
do well in algebra! But it was not without a 
lot of discomfort. It really did strike me as 
unnecessary ••• It's another processing sort 
of thing. I did feel like I was kind of put on 
the spot, where I was asking a lot. That's kind 
of the feeling I eventually came away with. 
S. Did not believe that his difficulties were atypical 
of those of other students enrolled in the university. Re-
cently, while walking through the science building, he en-
countered a freshman student "with a frantic look about him," 
waving a piece of paper and looking for just about anyone who 
would stamp it for him. He felt that he knew exactly what 
the student was experiencing. 
It was so familiar to me, that I just wanted 
to shake [him] and say, "This is going to 
happen for a little while, and you'll [even-
tually] figure it out." Or try to explain 
to him the things that I didn't know as a 
a freshman--that you really have to kind of 
learn on your own, just trial-and-error ••• 
That seems to be lacking: explanations for 
procedures. It seems to be a structured 
thing. They're going to aim you in a certain 
direction, and you're going to pretty much 
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figure things out on your own. 
S. indicated that he was no longer surprised by the 
"fine print" of graduation requirements, and that he fully 
expected to have to work very hard in order to graduate. The 
work he referred to, however, was not that of .studying to 
understand the material and to gain knowledge, but rather 
that of requesting a series of audits, of visiting advisors 
to double check his deficits, and of asking questions of as 
many sources as possible, in order to make sure that the 
system did not swallow him up. 
S. summed up his feelings about academic advising and 
his overall university experiences in the following way: 
I guess there's something that makes it a 
system of processing people. And I feel like 
you walk in, and you're not really a person. 
You're kind of like a ball in a pinball 
machine, and you kind of have to bounce 
around and [eventually] get spit out. 
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J., aged 22, was a· friendly, conscientious black male 
student, a junior majoring in communication studies. Al-
though his home was in a nearby city, he lived on campus in 
order to save travel money and because he was afraid his 
unreliable car would cause him to miss classes. Dressed in a 
sleeveless shirt, open to the waist, J. appeared to want to 
project a very macho image. 
As a transfer student from an all-black state institu-
tion located in his home town, a school smaller than U of C 
by about 8,000 students, J. spoke of the advantages of at-
tending the other university and compared his experiences 
there with those at U of C. 
There was a difference between [my first school] 
and [U of CJ ••• All those students, you can't 
put but so much time with each student [here]. I 
understand that. At [my first school], the classes 
are about half the size. You got more attention • 
• • • Even the white instructors I've had over 
there, they were so concerned for the students 
••• At [my first schoolJ, I was taking math, 
college algebra I and II, and I made A's. I 
really enjoyed what I was doing. That's why I 
wanted to come into math when I got here. But 
I got here and the classes were the same size, 
but it was like, "You read the book on your own, 
and you do this." In other words, we could have 
came (sic> out better just coming into class the 
first day and reading this chart up on the board 
to tell you when the tests are going to be. You 
leave, don't come back till like four weeks, and 
just take the test. 
Regardless of the lack of attention or concern that J. 
experienced, it was the better reputation of the larger 
university that convinced him to make the change. He 
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believed that he was mor~ likely to be hired for a job with a 
degree from U of C. The more time he has spent at the larger 
university, however, the more apparent the differences have 
become. 
J. related how very surprised he was, upon first enrol-
ling at U of c, to feel that he was very much alone, even 
with so many people around. Believing that either no one 
cared what happened to him or that everyone assumed that he 
knew what to do, he recalled his feelings of alienation 
during his first semester. 
I got the impression that people would show 
a lot more concern about things you should take 
and things you should not take. And I was very 
surprised [when I got herel. I was shocked. I 
didn't know how to pay for books. I didn't know 
I had to wait in long, horrible lines to do every-
thing. This school has taught me more patience 
than anything else. And more frustration. 
Because of a lack of guidance during his two years at U 
of C, J. has changed majors five times. Although eager to 
learn and willing to do extra work in order to keep up with 
his classes, he has found the coursework to be very diffi-
cult, and the instructors and faculty advisors to be 
unconcerned with his academic progress. He spoke very pas-
sionately of wanting to "fit in," and he believed that by 
declaring a major, he would become a part of a group. 
Nothing seemed to work out for him, however, and his grades 
remained below a 2.0 average. None of his advisors appeared 
to notice that he was floundering. 
When I got to this university, I didn't rightly 
know exactly what I wanted to major in. I think 
that's the average college student's problem, 
because there are so many alternatives to take, 
that you can just be thrown off, if you go around 
experimenting, which is exactly what happened to 
me. I experimented too much. I was first an 
art major. Then I switched to math. To my sur-
prise, it was a lot harder over here than what I 
thought it was. Ok, then I switched my major to 
data processing. And then it got more difficult, 
certain concepts that I could grasp, but it didn't 
trigger my emotions and my mental aspects. It 
wasn't grabbing me like I wanted it to. So I 
decided to change back to art, then I changed 
from art to communications. So here I am. 
J. believed that his interests all along were in the 
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field of communications. He related how much pleasure he got 
from public speaking and from acting in plays, but he ob-
served that no one ever took the time to talk with him about 
his interests or to guide him in the right direction. As a 
result, J. currently has 30 credit hours of free electives, 
and it will take him an extra year to graduate. Since he 
must work to finance his education, the extra time he must 
spend will most definitely be a hardship for him. 
(Had I had better advisingJ, I think maybe I 
wouldn't have experimented so much. Nobody 
really showed any concern. I guess they assumed 
that I just knew what I was doing. They assume 
that, "Oh, he knows what he's doing." And then 
sometimes, I guess they know you ~Qn:i know 
what you're doing, (but] they're going to let 
you go on anyway, put more money into this 
university, more time into this university, so 
they can get more out of their paycheck, or 
whatever, or more to the school. 
Not knowing what direction to take, and enrolling in 
classes that were too advanced for his abilities, J. has 
often found himself in academic difficulties. For example, 
although he had failed beginning Economics 201 his first 
semester at U of C, his advisor approved his second semester 
schedule, which included not only the same beginning Econo-
mics course he had previously failed, but also intermediate 
Economics 202. And despite the fact that his overall grade 
point average was less than a 2.0, he had no trouble ob-
taining permission to enroll in 18 hours of coursework, an 
overload for any student. The result was that he failed to 
pass at least one-half of his courses, and he received a 
letter from the Dean of Academic Advising that he was no 
longer eligible to attend the institution. He was extremely 
upset, and in order to appeal the decision, he wrote an 
emotional four-page letter to the Dean pleading his case as 
elaborately and as sincerely as he knew how. 
Mr. [Dean's nameJ, ~i§§~§ sir, consider me to 
be able to come back in the fall. I am a very 
ambitious and hardworking young man who has a 
desire to graduate from [U of CJ. Sometimes I 
try to do more than I can handle, but I feel as 
though I've learned my lesson. 
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In the Office of Academic Advising, the letter was marked for 
spelling errors, placed in his file, and his appeal was 
granted. 
Except for relating the basic lack of academic advising 
and concern on the part of his instructors and advisors, J. 
was reluctant to make statements that would make it appear as 
if he were expecting too much from the university. He seemed 
to believe that if a person were accepted as a student in a 
large institution, then that person must necessarily be 
prepared to deal with impersonal attitudes and must assume 
that certain things would happen. To him, being an adult 
meant struggling on his own, if necessary, and since it 
seemed to be non-adultlike to him to admit that he did not 
know certain facts about things like course scheduling and 
requirements, he preferred to rely on hearsay from other 
students, rather than risk losing the respect of his faculty 
advisors and professors. The excuse he made for the 
situation was his infringement on the advisor's valuable 
time. 
Some of the advisors will tell you, "Get it on 
your own, Buddy." They won't tell you that, 
but you can get that [feeling] sometimes. But 
I can understand their viewpoint, too. They 
have ·so many things to do. I don't even go to 
my advisor, if I can help it. That's just how 
independent I've become. It's to the place 
where I can go and get my audit sheet and figure 
out my schedule. And once I get that figured 
out, I will go to my advisor and tell him, 
"This is what I have down. What do you think 
about it?" Right quick, he'll look at it. "Ok, 
this looks good, that looks good, ok." That's 
it ••• I don't take their time, because I under-
stand they're busy, and I'm an adult, and I have 
common sense enough to see what's going on this 
audit sheet, to see what my requirements are. 
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Even though J. worked very hard at being independent, he 
was also very anxious to be liked and accepted, and he tried 
to gain approval and respect by doing what he thought was 
expected of him and by working hard. When, after trying so 
hard, the approval was not forthcoming, J. blamed his failure 
on the racial attitudes of his advisors, his instructors, and 
his peers. He related several incidents, one which involved 
an instructor who was also his academic advisor. 
I was in this Economics class, but I always 
felt whenever I went to Cthel class that I 
was being Cput downl in some way or another. 
And I would pay attention, sit in the front 
row of the class, I'd take good notes, and 
I would read, and I would really put forth 
the effort. I would talk to [the instructor] 
about it, and I would go to his office, and he 
would show me how to do the problem, and for 
some reason, I still felt like, you know, I 
was helping myself, too, but there was always 
this thing .that he wasn't but so much concerned 
for me. There's some times an instructor may 
not even mean anything by what he do, (sic> but I 
may·take it as a racial point. You don't want 
to fool yourself, but then, again, you don't 
want to by-pass the problem, either. Whenever 
I would talk to him, I felt like, "Gosh, is he 
trying to make me feel like I'm dumb? I'm not 
dumb. Don't tell me I'm stupid. I'm not." And 
the white kids I know, they were no smarter than 
I was. Lord knows, I tried. Maybe that major 
was not for me. 
Although he admitted that the racial prejudice of the 
instructor/advisor was not blatant, J. could not explain the 
man's lack of respect or concern for him in any other way. 
He found a similar situation with the instructor of a one 
credit hour voice class he had enrolled in "for fun." 
I tried everything I could do to get on her good 
side, to show interest, and I made a B on the 
only test she gave. I did everything I was sup-
posed to do. I even went to seek additional help 
to sing the proper pitches and listened to records 
to get certain tunes. Came midterm, she gave me 
a c-. I said, "What do I have to do to pull my 
grade up?" She said, "More class participation." 
So I did. She would show me approval, that she's 
trying to work with me, but in spite of that, I 
got a C in her class. In the back of my mind, I 
never could erase the rejection ••• From that 
point on, there was nothing she could do to change 
the way I was thinking of her. She even told me, 
"I don't know what it is, J., I did all I could to 
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get through to you." She even said in c::lass one 
day that she had never met a blac::k person who 
couldn't sing. That's stereotypical thinking 
right there. 
J. was particularly hurt to receive a C, because for the 
first time sinc::e his enrollment in the university, he was 
making good grades. Had the instruc::to~ given him the higher 
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grade he felt he had worked hard for, he would, for the first 
time in his academic: life, have m~rle the Dean's list. It 
meant quite a lot to him, and he felt that it might have made 
up for the lac::k of encouragement and damage to his self-
confidence. But the instructor refused to consider a better 
grade, even though he talked with her about it. He did not 
pursue it with the head of the department, however, feeling 
that it would be "a waste of my time." 
J. 's hurt was very evident, and he emphasized the fac::t 
that he was willing to do nearly anything to gain acceptance 
and to succeed at the university, if only someone would 
notice his potential and give him a little encouragement. 
I can do anything that I put my mind to do. Any-
thing. It can be accounting, anything. If you 
work with me, I'll be one of the best of any-
thing. Just a little work with me. No one here 
was able to do that. Oh, they would show a degree 
of c::onc::ern. They would socialize with you outside 
of the class. And they would smile and joke and be 
themselves, but when it c::omes down to your subject 
work, no [concern) was really given. 
J. was not asking for any kind of special help, just 
because he was a minority student. He did not feel, for 
instance, that special academic advising for minorities was 
an answer to the problems he was facing. Because he was so 
anxious to be accepted as a person, he felt that a separate 
agency would only contribute to the alienation he already 
felt as a minority student. He indicated that he would 
rather experience the "hard knocks" from poor advising, than 
be singled out as needing special help, which many people 
would automatically assume was remedial in nature. 
They shouldn't have a special anything around 
here (for blacks]. If you can't do the work, 
then you're in the wrong field, you're in the 
wrong major, or you're doing something wrong 
you shouldn't be doing. You should go out and 
seek help. It's just that simple. Don't put 
people apart in a certain category. Put us all 
together. Just let us go out there and discover 
for ourselves. Let us make our own mistakes and 
just learn from it ••• I mean, people are people. 
Despite the racial prejudice that J. perceived on the 
campus, despite the uncaring attitudes of advisors and 
instructors, and despite his reluctance to ask timely and 
important questions for fear of appearing ignorant, J. still 
believed that as long as he continued to "play the game," 
he would eventually graduate from the university. 
Life is a game, by itself. You have to play the 
game in order to get certain things you want out 




At age 35, V., a vivacious black woman, was the oldest 
student in the study. She had been married for thirteen 
years, was the mother of four school-age children, and 
also worked full time as a secretary in one of the depart-
ments on campus. She had just recently decided to go back to 
school as a business information systems major, and was 
taking two classes per week toward her degree. She stated 
that her academic advising difficulties began with the admis-
sions process. 
I called over here and I was switched from one 
department to another, and finally I got to 
adult students [office]. I got a runaround, 
[and] what really made me mad is that when I 
applied, I didn't have any guidance. I called 
over to adult students [and] I said, "I want 
to go in as an adult student." I said, "What 
do I need to do?'' So they said for you to get 
your transcript, and all this information, and 
have it sent in to admissions. I sent every-
thing to admissions, and before I realized it, 
I was accepted into the university, not as an 
adult student, but as a regular student. I 
didn't want that. 
It had been V. 's understanding that adult students, by 
virtue of the time lapse between high school graduation and 
college admission, were allowed more flexibility in course 
requirements. But V. was told by the Admissions Office that 
before she could be considered for acceptance as a student in 
the university, she would be required to remove one foreign 
language and one math deficiency. She was very upset to 
learn that after so many years, she was being forced to go 
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back and take a beginning foreign language, a subject she had 
always disliked intensely. She became even angrier about the 
situation after discovering that she had been accepted into 
the university, after all, as a regular student rather than 
as an adult student. She had been told by someone that as an 
adult student, she would not have been required to take a 
foreign language at all. 
So then I get really upset. "This university is 
giving me the runaround," I thought. So I come 
back to the office [where I work]. Luckily, we 
have graduates in this office, people who have 
graduated from this school. And someone knows to 
tell you [what] you should [dol. 
She was su~prised to learn later, quite by accident, that all 
students, regardless of their standing, were expected to 
remove any deficiencies, and that the only difference between 
being classified as an adult student and a regular student 
was the fact that adult students were not required to submit 
SAT scores for admission. No one in the Admissions Office, 
the Adult Student Office, or the Office for Academic Advising 
had ever explained the distinction to her. 
Although she wanted to take some computer science 
courses, just to see if it was really an area she wanted to 
pursue, she was told again that she would not be allowed to 
enroll in any classes until she removed her deficiencies, if 
she were seeking a degree program. Even though she was not 
sure at that time whether she wanted a degree ~r if she would 
like to enroll in various selected classes, she felt com-
pelled to remove her deficiencies before she did anything 
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else. Once that was taken care of, and she was accepted as a 
regular student, she thought that her changed status would 
result in better academic advising. She found, however, that 
nothing was different. 
I had to rid myself of my deficiencies, so 
those were the first courses I took. But now 
my deficiencies have been removed, so now I'm 
taking regular courses. So I said, "Well, I 
should take an English course, and maybe I 
should take a computer course." So I called 
my advisor and they told me he no longer works 
for the university. Ok. I said, "Ok. What am 
I supposed to do next?" 
Apparently no one had thought to alert her to the fact that 
she needed to be assigned a new advisor, nor explained to her 
the procedure for doing so, and she found herself making 
a number of telephone calls and spending a great deal of time 
trying to find another advisor. V. described herself as a 
serious student with limited time, and because she worked 
full time and had family responsibilities as well, she felt 
that her time was too valuable to be spent trying to find 
advisors who would be able to give her the time and the 
information she needed. Nor did she have the time to experi-
ment with a variety of courses, as she felt many traditional-
ly aged freshmen generally did. She was disappointed that 
advising at U of C was nothing like she had expected it would 
be. 
I thought they would sit down and they would say, 
"Ok, this for the first year. You might consider 
taking these courses, because they would help you 
in this and this and that." Guidance. I don't 
even know what to take next semester. I've been 
thinking about it, because I don't always want to 
take required courses. I'd like to take a required 
course plus a course towards my major, and frankly, 
I'm afraid to even look into the Business Informa-
tion Systems or the Business courses, for fear of 
not taking the right one. 
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V. felt very discouraged at the lack of general academic 
advising available, and she considered it to be particularly 
important to her as a beginning freshman student to "get off 
on the right foot." Because her first assigned faculty 
advise~ had left the university, she was assigned a second 
faculty advisor, whom she felt was very difficult to talk with 
and who ended up giving he~ erroneous information, besides. 
You can tell by a person's voice whether they 
really want to help you or not, or if you're 
bothe~ing them. And when I was talking to 
[my adviso~J, to me, she was saying, "You're 
bothering me." I remember I was upset because 
I didn't want to take another year of Spanish, 
and my advise~ told me that I would have to 
take anothe~ yea~ of Spanish, and I said, 
"That's impossible!" So I was going to sign 
up for Spanish again, when I did not need to. 
Upset at the conflicting information, and not knowing where 
to turn, V. contacted the Office of Academic Advising, hoping 
that they would fill in the gaps left by her faculty advisor. 
She found, to her dismay, that the attitudes of some of the 
advisors in the advising office were as impersonal as she had 
found he~ faculty advise~ to be. 
I've noticed how some of them treat students, 
and I wouldn't treat anyone like that. Some-
times the students bring it on themselves. If 
the student is frustrated and doesn't know where 
to go or what to do, they treat them as though, 
"You idiot. You should know what's going on." 
I'm not saying all of them are like that, but 
I'm saying some of them I've seen [are]. I've 
talked to others on the phone, and it's like 
I'm intruding on their ·privacy, so therefore, 
I leave them alone. 
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Given the lack of information available to students, V. 
found it difficult to accept the statement in the university 
catalog that the responsibility for meeting requirements for 
graduation lies with the student. She felt the expectation 
that students accept full responsibility was fair only when 
information were shared with them 100 per cent, and she did 
not believe that that was the case at U of C. 
I don't think they let students know a lot of 
things on campus. That's Academic Advising's 
responsibility to keep you up to date, at least 
to let you know where you're at. It's a two-
way street here. Why do we have Academic Ad-
vising if they're not there to advise us? 
Isn't it Academic Advising's responsibility to 
keep up with what we're supposed to be taking? 
If not, what are they over there for? Whenever 
anything happens, it's the student's fault. 
How would we know if we're being misadvised? 
If it wasn't for the fact that I work here and 
can talk to several different people and get 
what's going on on campus, I would be upset 
[all the timeJ. 
V. felt that the lack of communication between faculty 
members, administrators, and university staff, and the imper-
sonal attitudes toward students were more responsible for the 
problems she had experienced than was the size of the insti-
tution. She believed that faculty members and administrators 
were so involved in their particular specialties, that they 
often forgot that the purpose of the institution was to offer 
the type of academic atmosphere necessary for students to 
prepare themselves for post-university life. She did not 
104 
think that most advisors were even aware of the long-lasting 
effects their guidance--or lack of guidance--can have on 
students. 
I think they need to start going for the 
students. They'd better start thinking 
[thatJ if it wasn't for the students, they 
wouldn't have a job. I guess the [faculty 
advisors] probably think, "Well, what little 
bit of money I do make, why should I make all 
this big effort?" But they mess with people's 
lives ••• And I think a lot of them forget 
that these are human beings that they have to 
deal with. 
V. expressed doubts that black students, in particular, 
were totally welcome at the university, and stressed the 
belief that if blacks were truly a part of the system, there 
would be no need for a special black history month, or, for 
that matter, any programs solely for black students. The 
message, to V., was not that black students would find that 
these programs made them feel more "at home'' in the univer-
sity, but that black students were set apart as being dif-
ferent. Other perceptions added to this feeling of racial 
alienation. 
Maybe it's because I'm black, but I think a lot 
of people think that black students shouldn't be 
here. I honestly feel that way because of cer-
tain things that are said in class. Attitudes. 
This professor was [intimating] that blacks are 
ignorant and can't learn. In class he's saying 
this. This is ridiculous. I think some of the 
professors are so smart, they don't realize they're 
stupid in personality. They [may bel smart, but 
they are just not people-oriented. That's not 
going to do the students any good. 
Like J., V. sometimes believed that there was no other 
way to explain certain attitudes by university faculty and 
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staff except by suspecting racial prejudice, and many of her 
black friends seemed to share this belief. V. felt that her 
responsibilities in meeting course requirements and learning 
the subject matter were enough to deal with without having 
to worry about possible negative racial attitudes among her 
instructors and advisors, as well. 
As an adult student with family and work responsibili-
ties, V. expressed more concern about time than did the 
younger students in the study who lived on campus. The long 
lines for registration and payment of tuition, while not a 
pleasant experience for anyone, have been especially diffi-
cult for her, since she must necessarily take off time from 
her job, which must be made up at a later time. She men-
tioned the hardships caused by her having to take even two 
courses per semester--twice a week she gave up her lunch 
hour, and twice a week she had to make special arrangements 
for her family, because she arrived home late. She expressed 
the wish that she could take a course once a week during the 
evening for three hours, such as the arrangement available 
for graduate students. She found that most undergraduate 
courses are not set up on that basis. When she needed to see 
an advisor, she was obliged to make special arrangements to 
leave her job, because most advisors are unavailable after 
5:00. It appeared to V. that the university was really set 
up for younger students without full-time jobs and families 
to support. 
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V. has been discouraged many times, but has continued to 
believe in th~ importance of getting her degree. Her goal, 
she said, was to graduate and to work at free lance jobs in 
different business information systems, which would leave her 
with more time to spend with her family, and particularly 
with her handicapped daughter who attends a special school. 
She has had to become savvy to the ways of the university 
almost exclusively through trial and error, and she stressed 
the fact that she always consults several sources whenever 
she seeks academic advising. She believed that that was the 
only way to "beat the odds" that seemed stacked against her 
from the very beginning of her university experience. 
v. summed up her feelings about the university in the 
following way: 
I read the [letter] that said, "Get in touch 
with your academic advisor," and all this. At 
the end, it said , "We care about you. " Care?! 
Are you joking?! I laughed. 
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Classified as a senior international student, C. spoke 
English perfectly, with only a slight trace of an accent. A 
South American by birth, she had also lived in Scandinavia as 
a foreign exchange student, and could speak five languages 
fluently. She had studied ballet since the age of seven, and 
came to the university hoping to pursue dance education; 
however, in her sophomore year, some physical problems with 
her knees forced her to give up dancing and consider another 
major. She said that she had originally intended to submit a 
Plan II option <where students attempt to select their own 
individualized programs of study>, combining her interests and 
abilities in foreign languages with dance and international 
broadcasting. She enlisted the help of a faculty member, but 
was discouraged from following through with her ideas by that 
advisor, who had seen more than one Plan II option turned 
down in committee. 
Too much trouble. Too much trouble. I didn't 
pursue it [because] I knew that it was going to 
be a lot of trouble, and I was told that I was 
going to come up against a lot of hassle in 
order to get it accepted. This faculty member 
told me that it would take a !Q~ of effort, 
going through a lot of barriers in order to 
achieve the goal. 
Because of her interest in people, in travel, and in 
languages, and after talking with friends, she decided to 
change her major to speech communication. She related that 
she was satisfied with the program of study she was given to 
follow, and that she had no difficulty in accepting the major 
course requirements selected by the department. Instead of 
complaining, as she felt many American students do, about 
certain required courses and too few electives, C. stated 
that having the autonomy to select any electives at all was 
quite a bonus to her. 
In [my country] when you go to college there, you 
declare your major, and that's it. They tell 
you the courses you're going to take. You follow 
this certain program from the very first day of 
classes till the end. There are no electives. 
There's no such thing. They don't even know it 
exists until they come here or hear about the 
American programs. Knowing that I had electives 
here was already an advancement. 
Although as a senior, she could now appreciate the 
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choices she has had in selecting some of her courses, it was 
a very different situation when she first arrived in a 
strange country and in a large university setting. If 
American students are overwhelmed by the size and complexi-
ties of attending a school with an enrollment of 10,000 
students, a foreign student, with language and cultural dif-
ferences, will find it even more bewildering. 
There are three or four days for orientation. 
So I got here on the first day the dorms opened 
so I could go to whatever. I did not get a 
schedule of the events. I heard somebody say, 
"There's a convocation in [the auditorium] to-
night." I said, "Oh, I didn't know that." And 
I found that out half an hour before. The next 
day, I had to go different places, and I was 
extremely confused. I had just arrived in this 
country, and I had no idea what was going on. I 
did not know that I was going to have to go 
through registration. I did not know anything. 
I thought, "Well, you're accepted, you say which 
major you want to go in, all you have to do is go 
to classes. They'll tell you what to do." 
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C. recalled that no one from the university had taken 
the time to explain to her what the procedures were for 
registration, how to go about selecting her courses, or what 
to expect, in general, as a student. She said that she 
learned everything the hard way, and that without the help of 
other students, she did not know how she would have gotten 
through the process. 
At 9:00 at night, the day before we were sup-
posed to stand in line at [the gymJ, I see all 
these people walking around with newspapers in 
their hands, these little courses, and I'm 
going, "Why on earth, what is this?" And they 
said, "Don't you have your schedule?" [I saidl, 
"What schedule? I'm such-and-such a major, am 
I not just supposed to go tci class?" [They saidl, 
"What classes? You have to sign up for your 
classes." [l said], "Sign up? How?" They told 
me, "You have to decide what classes you're going 
to take." [! saidJ, "1 have to decide? 1 have 
to pick out [my classes]?" So that first night, 
it was a nightmare trying to figure out my schedule, 
because you know dance courses are all one credit, 
but you have to be in class three hours a week. 
So if you look on my transcript, I took eight 
courses that first semester. I didn't know any 
better. Whoever was in the dorm who was also a 
freshman, we just helped each other. 
C. believed that the size of the student body was really 
not the major problem in the university. Instead, she felt 
that faculty and staff simply take it for granted that 
students--even incoming freshmen and foreign students--
somehow come in knowing what they're supposed to do. 
They really assume you know what the system 
is like, what you really need to do ••• 
When I came, it was assumed that I knew that I 
had to make my schedule, that I knew I had to 
go to registration. I didn't even know how to 
preregister. At least foreign students should 
be told something. Not only you don't know the 
language very well, but you're confronted with a 
whole new system that you're not familiar with 
and have to go through. I got up at 7:00 in the 
morning, got in line to register. It was a mile 
long. I stood in line for six hours, and then I 
stood in the math line for two more hours. And 
when I was the third person away to get the 
courses, the only section I could get was 
closed out ••• I didn't want to come here in 
the first place. 
Although a lack of basic guidance in course selection 
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and scheduling caused her to end up with several unnecessari-
ly difficult semesters, C. has managed to maintain a 3.95 
grade point average, and has made the Dean's List every 
semester. In addition, she is an active member of several 
campus organizations, the president of two, and teaches 
courses in foreign language for undergraduates. Despite her 
excellent academic record, however, she missed a "personal 
touch" at the university. 
I know that I have mostly designed my cur-
riculum myself. What I would do was just 
come in with my courses set up, and [my advisorJ 
would just sign my cards. She's a very busy 
person • • • She gave me a sheet that de-
scribed what the requirements were to fulfill 
the major. 
Even with the limited time spent with her faculty advisor, C. 
felt that she had been helpful, at least until a problem 
arose with the advisor's advisee load. Feeling that she was 
being assigned more new students to advise than she could 
handle, the faculty advisor asked the Office of Academic 
Advising not to assign her any more new students. A mis-
understanding in the office, however, resulted in her name 
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being totally removed from the list of advisors, and all of 
her current advisees were reassigned. C. was reassigned to a 
new advisor who, although in the speech communication depart-
ment, was unfamiliar with her particular concentration. It 
left C. feeling that she was more on her own than ever. She 
tried to rely all the more heavily on the university catalog, 
which she believed does not give students enough information, 
and on the Student Handbook, which she found even less helpful. 
Nobody reads [the Student Handbook]. It's not 
updated. They printed the one this year with 
information from last year ••• And it doesn't 
tell you enough anyway. I've read it. There's 
a little paragraph on academic advising that says 
it takes care of your student records. If you 
have any questions, go over there. But if you 
don't know what questions to ask, how can you go? 
A case in point was the 100/300 level requirement for gradua-
tion, which, although mentioned in the university bulletin, 
takes up only two sentences. She felt that it was not 
stressed as being as important as the Office of Academic 
Advising makes it out to be. Although she was short six 
hours out of the 36 required 300-level courses, she believed 
that several facts needed to be considered in her case. 
First, two courses that she had taken as 300-level courses 
had recently been changed to 200-level, and she believed that 
Academic Advising should count them as the 300-level courses 
they were when she enrolled in them. Secondly, because she 
had been forced by physical problems to change majors during 
the second semester of her sophomore year, she was obliged to 
take more of the required 100 and 200 level courses much 
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later than students who declared the major as freshmen. She 
also felt that the fact that she was currently enrolled in 
fiv~ 500-level courses should be considered in the final 
decision. She went to Academic Advising to straighten out 
the problem. They took into consideration all of her argu-
ments, but failed to make any final decision on her status. 
They said, "Well, we'll see." So I still don't 
know. All I've been told was "Don't worry. It 
shouldn't be a problem." But I was not told, 
"Yes, you are graduating." I'll have 30 hours 
at the 300 level or above. I'm assuming they're 
going to count it. I didn't have anything in 
writing, and I was told [by friends] that that's 
what I should make sure that I get. But both 
times I went in about that, I was told not to 
worry about it. I didn't go back and ask for 
anything in writing, [because] they gave me the 
impression they were really busy. That they 
had a lot to do. I hate to bother people. If 
I have to go back for a third time for the same 
reason, I will not go back. 
C. couldn't help but worry a little, regardless of what 
she considered to be a rather off-handed attitude in the 
Office of Academic Advising. She felt she had worked too 
hard and had accomplished too much only to discover at the 
last moment that she could not graduate or would not have an 
accurate transcript because of some small infraction--an 
infraction that she might not even know about until it was 
too late to correct without penalty. She felt that part of 
the problem in the Office of Academic Advising was that it 
was just "too professional" for an office whose primary 
function was to assist students. 
In Academic Advising, they were very profes-
sional in dealing with me. Professional. What 
I mean by that is being kind of distant, but 
trying to do their job well. When somebody gives 
you professional treatment, I perceive it as 
being they're doing their job and trying to do 
it well, but they won't ask you any personal 
questions or about your interests or whatever. 
Just go straight to the matter and try to resolve 
it as soon as possible. 
Because of her aversion to being made to feel as if she 
were "bothering people," and the uncomfo~table feeling she 
said she gets from the Administration Builrling itself, she 
indicated that she would just wait and see if any problems 
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developed when she was ready to graduate in May and deal with 
them at that time. 
C. characterized her experiences at the university as 
being similar to her feelings about the Administration 
Building. 
It really surprised me when I saw that they de-
cided to build [the Administration Building] and 
waste as much space as they have. I do think that 
you lose the closeness. I think they had in mind 
the connectedness of the place. You really seem 
to think, yeah, all these offices are strung on a 
string like beads, and so they're all interrelated, 
but still, when you stand in the middle, YQM~~§ 
not part of them at all. You're not part of that 
chain of beads. It gives you a feeling of help-
lessness. Where do I go from here? Which office 
should I go i n'to? And where should I start? It 
almost seems like you're intruding [into someone's] 
space ••• I think it has to do, too, with the 
floor. The floor is bare in the middle, and each 
office starts out with a carpet. It seems like 
you're going from a lowly earth-covered floor to 
this kingly room where the offices are, and you 
really need a lot of awe and respect, and you feel 
intimidated to walk in, in the first place. 
C. felt that it was unfair for the university to expect 
students to accept the full responsibility for meeting their 
graduation requirements when they were afraid to ask ques-
tions or did not know what questions to ask. She saw, in-
stead, the responsibility as being shared between the 
university and the students. 
What I would suggest for Academic Advising is 
to make up a little booklet, and specify all 
the rules and policies and whatever. The stu-
dents can come and question those if they want 
to, because you can always read several inter-
pretations into [the catalog] ••• I think 
they're afraid of putting it in there, and then 
everybody will come in with certificates and 
[waivers] or whatever, and try to make it a-big 
deal ••• What I'm saying is they should allow 
for leeway. They should be more flexible as far 
as, say, something like saying the students are 
responsible for meeting their requirements or 
passing the required courses in their major, 
or fulfilling the requirements in their field 
that they've agreed to pursue. And the univer-
sity will see that all the bureaucracy will be 
taken care of. That's a reason lots of people 
don't graduate or don't appeal for waivers, 
because they don't know. So I think if they're 
going to put the responsibility on the student, 
they should inform the student about our choices 
and our possibilities. 
In a way, C. felt penalized by the American philosophy of 
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education that says that everyone should have the opportunity 
to go to college. She believed that the system encouraged 
young people to go to school, regardless of their goals or 
interests, just to get a degree, and that students who do not 
want to be in the university or who are not academically 
prepared to be in the university create problems that make 
certain rules and regulations a necessity. 
I personally believe that not everybody 
should go to college. There are lots of jobs 
that are technical or specific that don't 
need four-year training, and if you do incul-
cate the American mentality [with the idea 
thatJ everybody should go to college, you'll 
end up with a whole bunch of people in college 
who shouldn't be there to begin with. Then 
you're going to have to adapt your standards 
and rules to them, and the people who should 
be there are going to be hurt in some way or 
another. And I think that's a lot of what's 
happening here. 
As a foreign student, C.'s perspectives about American 
universities centered around what she believed to be the 
meritocratic American value system. She felt that those 
groups without power or status, as students find themselves 
to be in, are treated accordingly. 
I think students are looked down upon just 
because they don't have the titles these people 
on top have. And I think that says a lot, too, 
not about the people on top, but about the 
American value system, in general. If you don't 
have a certain title, if you haven't earned this 
or that or the other, you're no one ••• Every-
thing [is] based on your grades, on your honors, 
and what kinds of things are bestowed on you • • • 
I said, "Ok, well, if that's what it's going to 
take." I just don't think that people should be 
measured by titles, but by who they are and how 
they can do what they claim to be able to do. 
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C. has the grades, the honors, and the awards, but when 
she finds herself worrying about trivial requirements and 
out-dated regulations, she knows that, as a student, she 
still does not have respect. 
Many of these rules were set a long time ago 
for a different group of people, and nobody's 
bothered to go back and change them. I think 
basically it's apathy, not the size of the 
university. Or lack of interest in the direct 
affects of those rules on people ••• I think 
people look at [their work here] as an 8 to 5 
job, and go home, and don't really think about 
anything else other than the paperwork they need 
to do. But at the university, I think the 
ultimate end is the student and his or her 
education. I think the underlying principle 
in all this is people's attitudes. And how they 
should be changed. 
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P., a diminutive, perky, blue-eyed blond, aged 19, was 
the youngest student in the sample. Her home was in a small 
town in southwestern Virginia, and she was just completing 
the second semester of her freshman year with a 3.8 grade 
point average. Even though she had attended a large high 
school, she was not at all prepared for what she found when 
she first came to the university, especially after getting a 
different perception of the place from a recruiter in the 
Admissions Office. 
The reason I applied at [U of CJ was they have 
College Days, and the lady who was here from 
[the university] was great at her job. And she 
gave me a lot of information, and I got an appli-
cation from that. It was a lot different fthan 
I expected]. For example, [my dorml was built 
in 1904. !t was supposed to be renovated after 
Christmas. They sent us a letter this summer 
saying, "You'll be moving after Christmas." And 
the architects got into some disagreement with 
the people here • • • so we stayed here a whole 
year. The place is just horrible. The plaster 
is just peeling off the ceiling. Dh, it's just 
dismal. 
Although the sheer numbers of students made her feel 
very insignificant, P. found the attitudes of faculty, advi-
sors, and staff to be the most difficult part of university 
life, even from her first days on campus. 
I pretty much felt lost in the swim, this tiny 
fish in this big ocean ••• I came in June of 
last year to preregister for my classes. I went 
through orientation. It wasn't very helpful. 
I had a math teacher as a temporary advisor, and 
I was asking her all these questions about pos-
sible majors. Here's this little kid, who 
doesn't know anything. They slam this newspaper 
down, the schedule of classes. They slam it down 
and say, "Pick your classes." And this little 
kid is just overwhelmed. And I was asking her 
these questions, and she said, "I have no idea. 
I'm a math professor. I don't know about any 
other majors." I could have probably done just 
as well on my own. 
Disappointed at the outset with the lack of adequate 
advising she received at orientation, P. said that she and 
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her mother and father, who were there to share the excitement 
of her first college experience, were even more put off by 
the prepared program that was presented to new students and 
their parents. 
My parents were really offended over a lot of 
things. They brought in these psychologists 
talking about the new sexual freedom that your 
children will have. Dad said they just dwelled 
upon it. And he said, "I didn't feel l'ike listen-
ing to two psychologists tell me about my daughter 
and her sexual freedom, and how she's going to 
come to college and become loose." They just 
said when you come to college, it would be like 
that. There are going to be adjustments, but 
that seemed to be the main emphasis ••• They 
did discuss other things, but [mom and dad] 
were just taken aback by that. As far as pre-
paring me for what was going to happen, it didn't 
really. But if I had had to come to registration 
lines in the fall, I think I'd have gotten in the 
car and gone home. 
P. felt that even though the courses that were recom-
mended to her by her orientation advisor did not quite fit 
her abilities, she felt satisfied with her schedule, until 
she went home and talked with her high school Spanish 
teacher. Because she had had four years of Spanish, her 
orientation advisor suggested she take Spanish 205, a Spanish 
literature class; her high school teacher suggested she take 
119 
204, intermediate Spanish II, instead. When she came back to 
school to begin classe~, she went to the Office of Academic 
Advising to get their recommend~tion and was told that with 
her background, 204 was "fine." But when she dropped in to 
introduce herself to her newly assigned faculty advisor, the 
woman looked at her schedule and told her something altoget-
her different. 
She said, "How in the world are you in Spanish 
204?!" I said, "I just signed up for it." And 
she said, "Well, how much Spanish have you had?" 
And ) said, "Four years." So she goes, "There's 
absolutely no way you should be in there." She 
said, "You should ~e in 203, intermediate grammar." 
So Ok, so I went back, and I talked to this girl 
that is a Spanish minor, and she said, "Don't 
worry about it." She said I could handle it. 
Most of my advising comes from students, anyway. 
And so I went to 204, and got an A. But then my 
[facultyJ advisor told me that I have to h~ ·~ 
two intermediate levels of foreign language. So 
now I'm in 203. I had to drop back a year. 
Her faculty advisor was unaware of the fact that although 
students are required to be proficient th~ough the interme-
diate level of a foreign language, (204>, as long as a stu-
dent could successfully demonstrate his or her proficiency 
through that level, the requirement was satisfied. There had 
been no need for her to backtrack and take the 203 level 
course. 
P. felt that her faculty advisor was not really inter-
ested in helping her; she got the distinct impression that 
the woman was advising only because it was a duty she had 
been assigned to do. 
My [facultyJ advisor was not very good ••• 
I could never find [herl. She's never avail-
able. She always puts me off. It's like, 
"Well, you're only a freshman, and you have 
three more years, so don't worry about it. 
You'll get it later." That kind of attitude. 
And I thought, "I'm an important person. I 
may be just starting out, but the things I 
do right now I consider to be very important." 
And I consider my time just as important as 
[she] considers hers, and I wish that she would 
sit down with me and help me use it valuably. 
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Feeling that she was bothering her faculty advisor, P. tried 
to put together a schedule of classes on her own. Even with 
help from her friends, however, she found that she had too 
many questions and not enough information to complete her 
course outline. 
I finally went to my advisor and said, "I don't 
know what classes to take or what's going on. 
I'm confused. There are 30 classes I can take. 
What do I take?" So she handed me a sheet 'that 
had my requirements on it, the recommended 
classes. She said, "Here, just go by this 
So I went [back] the next day and said, "How 
are these classes?" And she said, "Well, they're 
Ok, I guess. I have a meeting." And she just 
went out. 
Besides other students, P. believed that the most help 
she received in two semesters was from one of her instruct-
ors, who seemed as dismayed by the university system as the 
students were. 
He sat down just before registration, and I've 
learned most of the things I've learned about 
getting around here [from himl. He said, "There's 
a bunch of bull crap around here, and you've got 
to learn to get around it." He said that to his 
class. "And today, I think it's valuable to spend 
class time, so I'm going to tell you some things 
to do." And .he did. It was really helpful. He 
said have some audits. He said if you're not 
particularly good, like in math, don't waste your 
time with it, if it's not your major. Just take 
the easier courses to get them out of the way. 
Don't bust your tail. And you have to make them 
think that you're more important here than you 
actually are, so that they'll help you. 
P. said that she found it very difficult to make most 
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staff members at the university believe she was important at 
all. She related an incident in the Registrar's Office that 
particularly offended her sense of values. 
I wasn't used to everybody being so rude. I 
think that was the worst thing. I found that 
just in order to get anything done, you have to 
be rude back to them. That's a shame, because 
I've always been raised to be polite. Like 
when I went into the Registrar's Office. I went 
in there one day, and this poor lady was just 
working her tail off. There were five people 
who needed things done, and this [other] lady 
was just sitting there, smoking a cigarette. 
She was just watching the other lady do the 
work. And I said, "Could you help me please?" 
And she goes, "She'll get you later, honey, don't 
worry about it." And she continued sitting ~.here, 
while the four of us waited. And she just sat 
there ••• [Her] cigarette was more important 
to her than a student. 
P. was quick to admit that she found the quality of 
academics at the university to be quite good, even if the 
large classes put her off at first. Although she missed the 
individual attention she had received at her high school, she 
understood that a personal touch was difficult in a class 
with 200-plus students. She also found it difficult to deal 
with the fact that after working so hard in high school, she 
felt that coming to the university "wiped the slate clean," 
and that she was being forced to reestablish her credibility 
as a good student all over again. 
P. said that after nearly two semesters, she was getting 
acclimated to the three R's of the university--rules, regula-
tions, and requirements--but she felt that she could never 
get used to the uncaring attitudes, regardless of how long 
she might stay. She said that she only has to walk into the 
Administration Building, and she feels very negative vibra-
tions. She related that every time she went to the building 
to get an answer to a question, she was sent to a minimum of 
three other places to find the answer. 
An example is that I made the Dean's List. They 
say they'll send [the information] to your home-
town newspaper. Well, February went by, and it 
was March, and mom said, "Please go check. I'm 
proud of you and I want it to be there." So first 
I went to Academic Advising. Academic Advising 
sent me to the Registrar. And then three different 
ladies in the Registrar's office didn't know, and 
finally, one lady figured out that you have to go 
to the basement of the Alumni House to the publica-
tions department. I was so discombobulated by then, 
that I just went back to the dorm and said, "Forget 
about it." So then I finally got my courage up and 
decided I was going to get it all straightened out. 
So I finally found the publications department. 
And she said, "Well, the lady who handles that is 
not here, so come back later." So I went back 
again, and the lady said, "Well, are you out-of-
state? Well, to tell you the truth, we got in-state 
students out to all the newspapers, but work piled 
up, and we didn't get out-of-state students done. 
We put that on the back burner for a while till we 
got caught up." I'm paying double what [in-state] 
people pay to come to this university. Should 
I get pushed to the back burner? 
Although P. said she was getting good at "digging at 
people" in order to find the answers to her questions, it was 
alien to·her character to behave in such a manner, and she 
did not feel comfortable with the way she found herself 
forced to act toward people. 
When you ask questions, [people here] give you 
the attitude like it's an inconvenience. You 
have to keep bugging them, going back over and 
over again, just keeping at them, because you 
know they will not do it unless you keep at them. 
A professor said that the reason he gave his 
tests and a number of time-consuming assignments, 
is because "I need time to work on my thing to 
get tenure, publications and research." It just 
hit me. !~m the reason you're here. If you 
don't care any more than that? maybe you need to 
reevaluate your reason for being here. 
P. said that she has tried very hard to adjust to the 
university, but that she has decided to transfer to another 
school in the fall. She has applied to two small, private 
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colleges within a 70-mile radius of the university, and hop~d 
to be accepted by one. But getting the university to send 
out her records has turned out to be a major ordeal that has 
left her more angry and frustrated than ever. 
In January • • • I went to check on my trans-
cripts, and I said, "Have my transcripts been 
sent?" And so they looked over the thing, and 
[the woman in the Registrar's Office] said, "No, 
they haven't." I just kept bugging them after 
that. The second time I went back, I said, 
"Could you tell me why they haven't been sent?" 
She said, "Well, the lady here does it according 
to deadlines. And [College A's] deadline isn't 
until February 15." And this is the end of 
January. And so I said, "Well, as a transfer 
student, the earlier you get it in, the better 
it is. Please send it." So I checked back, and 
she told me, yes, they had been sent. So then I 
checked back on [College BJ. She said, "Well, 
their deadline isn't till the end of February." 
And so I said, "Well, they are on rolling ad-
missions. When you're on rolling admissions, 
it's first come, first serve, especially on a 
transfer basis ••• because if the rooms are 
gone, you can't get into the school." So they 
finally sent that one. I thought everything 
was fine until ••• [College AJ sent a card to 
my parents, saying, "We do not have your child's 
transcripts or her letter from the Academic Dean." 
And I just panicked from there. I thought, "Why 
not?" I'd taken all the necessary steps, and I'd 
gotten it there in plenty of time. Here it was 
the very end of March, a month after the deadline, 
and after all of this, I found out nothing has 
been done. 
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P. was extremely upset, because her first choice, College A, 
an elite, private institution with more than its share of 
applicants, strictly enforces its admissions deadline. She 
tried to find out what had happened to her records, particu-
larly a form letter that the Dean of Academic Advising was 
supposed to have completed, which stated simply that P. was a 
student in good standing, and was eligible to return to the 
university. 
When I [first] went to take the [form] letter 
to Academic Advising, the woman there said, 
"Fine, P. We'll take care of it. Don't worr·y 
about it." Which leads me to believe everything 
is all right. But when I talked to the lady in 
Student Affairs, she said, "P., I took [the papers] 
to Academic Advising personally. Make sure and 
check, make them look, because they won't look 
unless you make them, to see that they were sent." 
And so that's where I got back to Academic Advising. 
And the [same] woman there said, "We sent them Feb-
ruary 5." And then she goes, "Oh, maybe we didn't, 
because you didn't sign a release." And I'm, like, 
no one told me to fill out a form. I'm sorry I 
wasn't born on this campus knowing all the rules 
and regulations. She said, "Well, someone should 
have found you and told you." Well, they never 
tried. Never. And there's nothing in the catalog 
that says you have to sign a release for the Dean 
to send his approval letter. 
P. understood that everyone makes mistakes, but she could not 
forgive the uncaring attitude that she perceived from the 
woman in Academic Advising. 
She was just lacking in caring. Getting into 
another college is important to me. I want to 
get out of here. I don't like it. This is not 
the environment that I want for college. College 
should be more than this. It should be fun. It's 
not. And so I was just standing there, and I 
thought I was polite. I said, "Could you check for 
me, please?" So she comes out and she goes, "Well, 
maybe they got sent, maybe they didn't." And it 
really made me angry. I mean, you have a job, 
evidently you're happy. I'm QQt happy, and 
you're telling me you don't care whether I get out 
of here and am happy or not. That was the message 
she conveyed to me. "Well, maybe they got sent, 
and maybe they didn't." I just thought, "Doesn't 
anybody care?!" They had just blown my chances to 
go to another college, to get out of here. They had 
just blown my chances, and they don't even want to 
say, "I'm sorry, we messed up. We're going to correct 
the situation." I have absolutely no respect for 
them. They don't care. It's never their fault. 
They're always too busy. 
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P. was not sure whether School A had yet received all of 
her records, but she was hopeful that School B, her second 
choice, would accept her as a transfer student. She compared 
the attitudes at School B with those of the university, and 
felt that the main difference was that at School B, they were 
concerned that they were right for b~~ needs; at the 
university, it was up to her to fit herself into the 
existing, inflexible system. 
When I got to [School BJ, the lady in admis-
sions was like, "You ask !!l.§ the questions. 
You want to come to this school, so you find 
out whether it· s right for ~Q!::!. • • •11 I · ve 
talked to teachers there, I've talked to stu-
dents there. I decided this is going to be my 
last move, and it's going to be a good one. I 
made one mistake too many, already. [School BJ 
says, "We want you here. We think you're a 
person. You're not just something we'll cast 
aside." And that is the feeling I get at [the 
uni versi tyJ. 
P. felt that at another school, she would at least be 
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treated as if she counted for something and was more than 
merely a name on a computer print-out. She felt that she had 
something valuable to offer, if only someone would listen to 
her. 
I've been so frustrated. I think something needs 
to be done. It's like there are all these highly 
educated [people], and they have all these psycho-
logical [studies], but they never think to step 
down and say to students, "Hey, what do l!QY 
think the problem is?" We're the students, we're 
why every single person here has their job. I 
think they need to give students more credit than 
they do. We aren't as stupid as we look. Every-
body is scared to say, "Yes, you can do this." 
It's, "Well, go ask this person, go ask this 
person, go ask this person." It's just a bureau-
cratic mess. So much red tape. 
After less than two semesters, P. has found herself 
becoming a person she ·does not like. She seemed to be 
spending the majority of her time caught in an uncaring 
system, trying to be recognized as a human being, with 
important needs and feelings. 
You have to learn to be a bull dog [here], 
and just bug them. A lot more attention 
gets paid to delinquent students. You can't 
just say, "Well, I'll come back tomorrow." 
I learned that much. I was pretty much a 
babe in the woods when I got here. You 
learn very quickly. If you don't, you sink. 
They think, "Well, she's a good student, 
she'll figure it out." You have to learn 
to just go in and say, "Hey! I want some 
attention! I need some help! Help me!" 




RESULTS OF THE INTERVIEWS 
Several important recurring themes are apparent 
throughout the student interviews. Every student in the 
study spoke of the impersonal and uncaring attitudes and 
actions of faculty, advisors, and staff members in the 
university, and none believed that the size of the institu-
tion was the sole explanation. Instead, students blamed the 
condition on the fragmentation of departments into narrowly 
specialized areas, lack of communication among decision-
makers, the low status and perceived lack of power of stu-
dents, and the bureaucratic organizational struct~,re which 
tends to create inflexible conditions. The students ex-
pressed their frustrations and anger at being treated one 
moment as if they were incapable of making an intelligent 
decision, and the next mmoment being expected to know what to 
do, how to do it, and take full responsibility for the whole 
process, all without being given adequate information in 
order to do so. 
Every student in the study showed a genuine interest in 
learning, but they all admitted that they were looking for-
ward to leaving the institution, and that they were taking 
the easiest courses they knew of in order to accomplish this 
objective in the shortest time possible. 
The six assumptions made by the university about 
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academic advising, as stated in Chapter I, were analyzed in 
relationship to the preceding interviews as follows: 
8n~l~§l§ Qf 8§§Yffi~tlen ~1· That the faculty should be 
the primary academic advisors, and that the advising function 
should be a part of their overall contractual responsibili-
ties. 
Faculty members have historically assumed the primary 
responsibility of advising students. In a large university 
setting, it appears that their sheer numbers, their profes-
sional specializations, and cost-effectiveness make them the 
logical choice. 
The importance of faculty advising is reflected in at 
least two of the objectives of the Mission and Goals state-
ment of academic advising, to wit: 
And: 
To promote the highest standards of excellence 
of the undergraduate professional schools by 
thoroughly preparing all advisors in their ad-
vising responsibilities. 
To promote advisor-advisee interaction for the 
purpose of stimulating excellence in teaching 
and enhancing faculty-student relationships. 
The goals of advising at U of C are quite clear; however, the 
students in the study described a system of faculty advising 
that does not appear to be meeting these objectives as 
stated. 
The students spoke of faculty advisors who were diffi-
cult to find, too busy to spend adequate time on their ad-
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vising duties, and who "rubber stamped" course schedules 
without carefully considering students' programs, interests, 
or special needs. A typical response by faculty members to 
students seeking guidance on course selection was to hand 
them a departmental outline of course requirements, which 
students felt was an extremely impersonal way of dealing with 
the issue. Students who chose their courses and planned 
their schedules around a prepared departmental outline with-
out the guidance to go with it, had difficulty understanding 
the rationale behind the required courses and the relation-
ship to other areas of study. 
For students in the study, faculty advising appeared to 
be either too much or too little; either the advisors did not 
offer enough help, or they simply told the students what 
courses to take. In neither instance were students' personal 
interests considered, nor were they involved in the process 
of decision-making with their advisors. 
Students felt that there were too many assumptions being 
made about their advising needs. Students themselves assumed 
that the information being given to them by faculty advisors 
was correct and timely, when, in fact, in many instances, a 
meeting with an academic advisor in the Academic Advising 
Office revealed that the information was incorrect. Students 
believed that the basic problem was the lack of co~munication 
betwen the academic departments of the school and the Office 
of Academic Advising regarding policies and regulations, and 
the concurrent lack of information between academic depart-
ments and the Office of Academic Advising regarding depart-
mental changes. Students found themselves caught in the 
middle. 
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Students also believed that faculty advisors made the 
assumption that students know about regulations and course 
planning and requirements from a combination of information 
from the college bulletin, the Academic Advising Office, and 
from other students. In reality, however, students found the 
catalog to be too general, too difficult to understand, and 
incomplete; students were reluctant to see advisors in the 
Academic Advising Office because of the perceptions they had 
of the office being even busier than their faculty advisors 
were; and although students admitted that most of their 
advising came from friends and other students, they were more 
concerned with the possibility of error from "unofficial'' 
sources. 
Overall, the eight students in the study unanimously 
agreed that faculty advising, as it presently exists at the 
university, is inadequate, and for them, resulted in 
enrolling in inappropriate classes that were irrelevant, 
uninteresting, or beyond their level of competency; 
misunderstandings about graduation requirements; wasted time 
and money; and confusion because of incorrect or conflicting 
advice. All the students, however, believed that at a large 
institution, faculty advising was necessary by virtue of the 
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fact that no other group was available, and because it would 
be unwieldy for all students to attempt to seek advice·from 
the Office of Academic Advising. 
That a central office for 
academic advising is necessary in a large institution for the 
purpose of coordinating undergraduate advising. 
It is assumed that students will consult the Office of 
Academic Advising when they need guidance in matters that do 
not pertain to their major department of study, or that which 
involves information not usually at the disposal of the 
faculty advisor. But because of the perceived inadequacies 
of much of the advising by faculty, students often seek 
information which their faculty advisors are expe~ted to know 
from the central office staff. The result, in many cases, is 
that the student is sent to a variety of places, and often 
receives conflicting information. 
The students in the study expressed feelings of 
powerlessness and alienation in the Administration Building. 
Some stated that this feeling was further projected into the 
Office of Academic Advising. The result of these feelings 
was a reluctance to seek out the necessary information from 
advisors in the office. 
The students said that they understood the need for a 
central coordinating office for academic advising, simply 
because no one faculty member or department head could 
possibly keep abreast of the multitude of changes and 
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regulations university-wide. It was felt that an effective 
central office would be the appropriate place to process the 
information. However, every student in the study stressed 
the belief that the central office failed to take the next 
logical step, which was the sharing of that information with 
faculty advisors, as well as with the students themselves. 
Students felt that faculty advisors were treated as 
"middlemen" by the Academic Advising Office; the central 
office may distribute information to the faculty, and assume 
it will be passed along to the students, but often the 
faculty neglect to do so. This results in the type of 
information gap that students spoke about in the interviews. 
It was also felt by the students that many r~quirements 
and regulations had been set up for a particular clientele 
during a period when such policies made sense; however, they 
agreed that, as time passes, and student bodies change, the 
same guidelines do not always apply. They felt that, in this 
regard, some of the requirements and regulations that were 
being enforced by the central office had lost their original 
purpose, and were now being followed merely because they were 
"on the books." 
Students believed that a central academic advising 
office should, above all, be consistent; yet they related 
incidents where they had been given different information by 
several people in the office. Although the students said 
that they could easily forgive mistakes, they deeply resented 
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being made to feel that the errors were their fault. They 
spoke of feelings of chastisement, and felt that when they 
went to the central office, it was with the expectation of 
being told what they were doing wrong. Once again, the lack 
of information was cited as a factor; students believed that 
with adequate knowledge of requirements and regulations, a 
central office could be used effectively as a coordinator--an 
agent to assure harmonious functioning--not as a "watchdog," 
as students felt it was closer to being. 
en~!~§i§ Qf B§a~IDQtiQn ~~- That students should be able 
to read the university catalog in order to gain most of the 
necessary information regarding their academic needs and 
programs, and that the responsibility for completing academic 
requirements rests with each student. 
Students in the study said that they agreed that it 
should be their responsibility to meet all requirements for 
graduation, but refused to believe that it should be totally 
their responsibility. Every student spoke of the feelings of 
frustration they had experienced at being given incomplete or 
inadequate information. They referred to the "fine print" in 
the catalog, requirements that were stressed by the system, 
but not presented as important in the literature. 
Often students found themselves in the position of not 
knowing enough information even to ask the right questions; 
if they knew the questions, they were unsure of whom to ask. 
As part of their responsibility as participating students, 
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they felt that they should be involved as equal partners in 
decision-making, and especially decision-making that involved 
their program planning and course scheduling, as well as 
department requirements. Students felt that they had no 
status or power at the university, and as such, were almost 
never asked for their input on the things that concerned them 
directly. They expressed their feelings of alienation with a 
system that "played the game'' by their own, often arcane 
rules, expected students to be passive participants, a~d yet 
penalized the students for not being told all the possible 
moves on the board. 
Students spoke of a kind of passive resistance to the 
university system of regulations and requirements by the fact 
that they attempted to enroll in the easiest courses they 
knew of, in order to quickly complete the requirements they 
had had no choice in selecting. They understood that they 
were not as wise as many educators who had earned the right 
to make such decisions; however, they resented being treafed 
as if they, as students, were unimportant and knew nothing, 
and yet were expected to take full responsibility, anyway. 
Students often felt powerless in the face of a system 
where information is fragmented into specialized areas; they 
said that they found themselves acting as if seeking 
information, in an effort to meet the requirements and 
regulations imposed by the university, was more important 
than their education. 
That a central office of 
academic advising is a specialized department and, as such, 
should b~ concerned only with academic matters. 
The fragmentation that students perceived in the 
university system was reflected in their academic advising 
experiences, as well. They felt that the advisors in the 
Office of Academic Advising were often helpful and generally 
knowledgeable, but they cited a lack of personal interest on 
the part of advisors as a missing ingredient to the type of 
holistic advising they were seeking. Most students said they 
were reluctant to seek guidance from the Counseling Center on 
personal matters. They did not want to have to make appoint-
ments a week in advance for a problem they were concerned 
about today. The advisors in the Office of Academic Advis-
ing, however, conveyed the impression that their job was to 
solve only academic problems as quickly and as efficiently as 
possible. They gave the students the feeling that they were 
too busy or too concerned with the upkeep and interpretation 
of requirements to ask students personal questions about 
themselves. Often students felt "processed" as just one more 
enrollee with a problem, unrecognized as a real person with 
unique feeings and interests. Students were sent to dif-
ferent places when they asked questions relating to non-
academic personal matters or career planning, since the 
university offers these services as well. Students felt 
"put off'' and were often reluctant to follow through on 
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referrals made by academic advisors, because doing so neces-
sitated their having to go to several other buildings· on 
campus in order to have their questions answered. 
Although students recognized the fact that academic 
advisors are not certified counselors or psychologists, 
trained to deal with serious emotional problems, students 
believed that advising would be more meaningful if advisors 
were more inclined to see them as a whole person, rather than 
narrowly as a student with an academic question to be an-
swered. 
80~!Y§!§ gf 8§§YffiQ1!QO ~~. That if a student is 
interested in deviating from formally established university 
programs and procedures, the burden of proof is on the 
student to convince various administrators and committees 
within the university, that such an alternative be allowed. 
Students in the study believed that most deviations to 
set procedures were met with suspicion by administrators. It 
appeared to them that they were treated as if they were 
"trying to get away with something," and they cited a lack of 
trust by university per~onnel that students would do the "right 
thing." 
In academic advising situations, inflexibility was a 
major complaint by all the students in the study, and even 
though a process of appeals is in place at the university, 
most students do not follow through on the procedure. Seeing 
the university in the role of decision-maker, it was often 
difficult for students, with their expressed feelings of 
powerlessness, to stand up to the system. 
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Students generally found the academic appeals process to 
be an uncomfortable experience, even in situations where the 
requests for deviations from the set policy involved only 
minor alterations. The students believed that the purpose of 
making the procedures difficult was a deliberate attempt to 
discourage such actions, and that if all student exercised 
their right to appeal many decisions, it would result in a 
bottleneck in the central advising office. 
The ultimate role of the Office of Academic Advising, 
then, was seen not as a coordinator of information or as an 
office to assist students in their academic needs, but as an 
agent concerned mainly with the smooth processing of 
students. 
The appeals process was viewed by students as being an 
extremely impersonal activity. Rather than pleading their 
cases face to face with a person who might consider extenua-
ting circumstances on an individual, personal basis, students 
were told to write letters outlining their explanations and 
requests. If the reader of the letter <usually the Dean of 
Academic Advising> felt that the student presented a con-
vincing and valid argument, the appeal would be granted, and 
the student would be obliged to telephone the office in order 
to receive the "verdict.'' If the appeal were turned down, 
students had to either accept the decision as is, or seek out 
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another appeal route. It was the opinion of the students in 
the study that most students would not pursue the matter 
further, feeling that the odds were against their success at 
that point. 
On the whole, students understood the need for 
administrators to be involved in serious infractions and 
major deviations of university policy; however, they felt 
that excessive attention to reasonable requests such as 
dropping a difficult course, even after the drop/add 
deadline, or substituting a higher-level, more interesting 
course for a lower-level required course, should be dealt 
with accordingly. Students resented being made to feel that 
their requests were unreasonable, especially those upper 
division students who had proved their credibility by being 
good students. 
Because of the perception by students that deviations 
from the set scheme of things are discouraged, there are less 
than five students currently enrolled in a Plan II self-
planned program of study. Of the students in the sample who 
had heard of the Plan II option, the general feeling was that 
it was not worth the time and effort it would take to try and 
convince the committees involved in the approval process that 
their plan was worthy of consideration. 
BD~!~§i§ g£ 8§§YIDQ~iQD !~· That student retention is an 
important concern of the Office of Academic Advising. 
Because the traditional 18 to 22-year-old population has 
been declining steadily over the past few years, student 
retention has become more of a concern on large campuses 
which in the past have not had to worry about enrollment. 
Academic advising is being recognized as a viable retention 
tool. 
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It seemed to the students in the study that. there were 
many mixed signals being put out by the university. They 
spoke of recruiters for the school painting a picture that 
did not fit the reality, and expressed disappointment and 
anger at being misguided in that way. They did not blame the 
recruiter, however, as much as they blamed the university for 
not following through on promises, and then making excuses. 
Several students in the study who experienced academic 
difficulty during one semester felt cast aside like an old 
shoe, when they were notified by letter that they were 
ineligible to return to the university. Of 384 students who 
received such letters, only 98 knew enough or cared enough, 
at that point, to appeal. It seemed incongruous to the 
students that the school should spend so much time and effort 
recruiting students for the university, only to turn their 
backs on them at the first sign of difficulty. When those 
same students received a subsequent letter expressing how 
much the university cared about them, they indicated their 
incredulity at its sincerity. 
Students also believed that they were seldom treated as 
if they were important, and that most of the time they were 
made to feel as if they were intruding into the private 
domain of faculty and staff. They felt as if they were 
expendable segments of the university, and that very few 
people showed by their actions that they cared whether 
individual students stayed at the university or not. 
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CHAPTER VI 
CONCLUSIONS AND IMPLICATIONS 
This dissertation was written from the perspectives of 
eight university students. In some ways, it was easy to 
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write, because as a student myself, I have experienced many 
of the same feelings that they expressed. As an academic 
advisor, working with other advisors in the Academic Advising 
Office, however, I was also able to understand some of the 
situations that they confronted daily. I knew that most of 
these advisors and staff members tried very hard to provide 
students with the help and understanding they were seeking, 
and had no wish to be put in the position of university 
"policemen;" known only for their interpretations and 
enforcement of the system's rules and regulations. And yet, 
these appeared to be the perceptions of the students, 
sincerely felt and honestly related. 
Academic advising represents only one aspect of a 
student's university experience, and the many problems and 
concerns faced by students in that one area are actually only 
a small part of a larger picture. Students spoke of similar 
treatment and feelings in the registrar's office, in the 
cashier's office, in the classrooms, with residence hall 
administrators and cafeteria workers, and included virtually 
every aspect of campus life as contributing to their feelings 
of alienation. And although most students do eventually earn 
their degrees, as Benezet (1981) pointed out, it is often 
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without the feeling of having participated in the process as 
a contributor. AlthougH Bowen <1977> believed that one of 
the most important benefits of higher education is the in-
creased capacity of students to cope with bureaucracies, 
social pressures, false claims, misleading advertising, and 
manipulation, I think we must seriously question whether 
these things should be tolerated as a necessary, experien-
tial part of anyone's education. 
Phildsophies of education and mission and goals 
statements are usually cited broadly and succinctly in 
college and university catalogs. Even large, comprehensive 
institutions, such as the one in the study, point to their 
liberal arts mission as being an important aspect of the 
educational process. It seems incongruous, however, to speak 
about the goals of ''liberating the individual," when the 
means are so mired down with the elements that are the very 
antithesis of freedom. As Chickering (1981> indicated, the 
gap between the rhetoric and the reality of the policies 
within educational institutions must be brought closer 
together. 
Universities, as well as other complex institutions, are 
organized in such a way that they function efficiently and 
for the good of the most people. According to Merton (1962> 
a premium is placed on role assignment, hierarchically 
arranged authority, expert control, continuity, and a clearly 
defined set of regulations necessary for smooth operations. 
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In order to appear to be fair to all, the arrangement also 
eliminates personalized relationships and nonrational consi-
derations, and maintains a high degree of reliability of 
behavior and a degree of conformity with prescribed patterns 
of action. Although this might sound like progress and 
efficiency to a corporate businessman, it is difficult to 
justify in education, unless the purpose of education is, in 
fact, to teach young people to be and to think in efficient, 
impersonal, businesslike ways. 
Academic advising, like most areas of specialization 
within the institutional structure, is fragmented by virtue 
of its narrowly defined functions and physical separation 
from other departments. Its basic assumption appears to be 
that students, for the most part, enroll in the university 
already knowing what they are interested in studying. 
The majority of academic advising actually begins with 
guiding the student through a particular major, rather than 
emphasizing an earlier phase, when the student is beginning 
to explore a number of educational alternatives. In order to 
facilitate and expedite their metriculation through the uni-
versity, students are encouraged to declare majors at a time 
when they are least prepared to do so. Because different 
majors have different course requirements, students are 
often penalized if they wish to change their focus of study. 
Experimentation with different disciplines is discouraged 
because of the time it takes; students' degrees are often 
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delayed because they took "e>:tra" courses that did not "fit" 
into their final declared major. This raises the issue of 
what education is actually for. 
Broadly speaking, Hutchins <1943, p. 22> stated that the 
aims of education should be to encourage "moral, intellectual, 
and spiritual growth," and that "without one, we cannot have 
the others." But narr·ow specialization, in academic advising 
as well as in all other aspects of higher education, makes it 
extremely difficult for students to pull together and to 
rationalize the separate parts. They find the process to be 
dehumanizing and manipulative, but adapt to it in order to 
obtain the credentialling that society has convinced them is 
essential for their success in life. 
It has been suggested by many that perhaps students must 
be controlled and manipulated, as those in the study de-
scribed themselves, because the alternative, especially with 
large numbers of students, is potential chaos; that students 
who are original, curious, and autonomous are nearly alwa~s a 
"finger in the eye" of an ordered system. But Bowers <1974> 
suggested that when students are encouraged to be passive, 
unchallenging of rules and regulations, and left out of the 
decision-making process, the result is a low level of in-
volvement, which narrows their range of interpretations and 
abilities to imagine more possibilities for choices. 
Students in the '60s reacted to these feelings of 
alienation by actively protesting on campuses throughout the 
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world, in sit-ins and other types of demonstrations. Their 
persistent demands forced administrators to make concessions 
by adding and expanding programs, revising rules and regula-
tions, and allowing for more student involvement within the 
deci~ion-making process of the institution. Because of the 
transient nature of student bodies, however, these changes 
over the last ten years have slowly reverted to largely 
favoring the university. As a result of the protest movement, 
today's students are more aware of their rights and are 
acquainted with legal procedures, but the present student-as-
consumer movement has taken on a different perspective than 
that of the '60s. Although the courts are becoming more 
involved in what used to be primarily academic decisions, 
under the guise of "contract interpretation,'' current cases 
relate more to those involving the rejection of students for 
admission, rather than the rights of students already en-
rolled in the institution <Edwards & Nordin, 1979>. 
As consumers, students appear to be more concerned with 
inflation, unemployment, and high interest rates. Because of 
these concerns, they are more interested in preparing for the 
world of work than they are in changing the system; they see 
the educational process as being not an end .in itself, but 
only as a means to an end. The college campuses on which 
most activist protests are presently occurring are mainly 
those elite institutions where students generally represent a 
wealthier, more powerful segment of society <Evans, 1985). 
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Students today are not apathetic. They are angry and 
frustrated with higher education. They do not understand 
what is happening to them, much less how to change things. 
They feel powerless to challenge the authority structure; 
even if they have legitimate complaints, the bureaucracy of 
the university system makes it virtually impossible for them 
to know to whom to direct their complaints. Students are 
told "this is university policy," or "that's just the way 
it's done here." They may question certain regulations and 
policies, but are powerless to challenge the faceless entity 
of the system. ·often they blame themselves or their peers 
for the state of affairs. Nearly every student in the study 
expressed the belief that unless basically told by someone 
within th~ system which directions were most valuable for 
them to take, they would probably "goof off" and take the 
easiest route possible. In effect, they reflected the 
system's lack of trust in them to make intelligent decisions 
that would be the most beneficial to them. The students, 
themselves, were convinced that they were incapable of making 
such decisions. The alienation that the eight students 
expressed came through clearly in the interviews, but it was 
also clear that they were not advocating chaos. They wanted 
some structure, and they expressed their willingness to be 
guided. What they seemed to want was a reduction in the 
alienating processes and procedures that can result from "an 
institutionalized approach to education'' <Bowers, 1974, p. 
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77>. According to Metzger <1970>, perhaps the question edu-
caters need to answer, then, is how authority can be removed 
as an issue and r~tained as a resource. 
Bowers <1974) believed that alienation is more than an 
existential mood, and that its existence is a deeply rooted 
part of the structure of our social institutions. He felt 
that its acceptance by people at least partly results from 
the ways in which alienating experiences are socially con-
structed and reinforced. 
The actual routinization of behavior is 
caused by the mechanical or social tech-
niques being used, but how the individual 
perceives and interprets himself in that 
specific situation is shaped by the defini-
tions of reality he has acquired from sig-
nificant others and internalized as part of 
his own explanatory framework ••• Being 
socialized to this passive role makes him 
highly vulnerable to the ultimate form of 
alienation where the external reality is 
seen as immune to his own interpretations. 
(pp. 77, 79) 
Fromm (1962, p. 59) felt that alienation in modern 
society "pervades the relationship of man to his work, to'the 
things he consumes, to the state, to his fellow man, and to 
himself." Because we live in a world of "things," and strive 
daily to earn money for more "things," our only connection 
with those things is that we know how to manipulate or to 
consume them. Friendliness to others, he believed, is super-
ficial, and man's relationship to his fellow man basically 
distant and indifferent. As Bailey (1977, pp. 257-258) re-
ported, 
This nation is in woefully short supply of 
people equipped to look at problems as a whole, 
at life as a whole, at the world as a whole. 
Without a sense of the whole, we have no way 
of evaluating the parts, no ways of appraising 
the importance of the expert, and no way of 
seeing that the fragmentation and violence we 
lament in the world around us is but the mirror 
image of our own cluttered and frenetic psyches. 
Many feel that the involvement of young people with 
drugs and alcohol is a direct result of their feelings of 
alienation and powerlessness. The search for self and for 
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love is reflected in many aspects of everyday life: it is the 
recurring theme in advertising, in television and motion 
pictures, and in many popular songs. 
In order for students to find this meaning in their 
lives, the educational process may necessarily require a 
radically different perspective than that which is apparent 
in most colleges and universities today. Rather than at-
tempting to socialize students through a process that forces 
them to "fit" themselves into an institution's pre-determined 
definition of reality, perhaps, as Bowers <1974> suggested, 
educators should take into account each student's existential 
situation, view the student as a unique, thinking, feeling 
individual, and work toward a system that will help each to 
take the responsibility for his or her own educational ex-
perience. 
The latest research in academic advising is concerned 
with colleges and universities taking a developmental ap-
preach to education. To date, however, there are very few 
1Li9 
studies which present the type of qualitative research as 
presented in this dissertation. Even though the develop-
mental approach claims to be holistic and concerned with 
students' needs and interests, very little is actually writ-
ten from the perspective of the student. Without this 
dimension, even with the best of intentions, the process 
remains one which acts QQ ~~n~lf Qf in~ ai~g~nt, rather than 
one in which the input of the student is considered to be a 
valuable part of the experience. Unless the student is 
included as an active partner, even a developmental approach 
can represent an impersonal and detached method of advising. 
Quantitative methods could not have brought out the 
strong, inner feelings of the students in the study regarding 
their personal experiences in the university. Question-
naires, which solicit yes/no or even short-answer responses 
are limited in· scope, and do not allow for the expression of 
the types of an>:ieties and frustrations which have become a 
part of the students' academic lives. It is a sad commentary 
on the educational system to talk with vital, intelligent, 
young people who have been made to feel inadequate to offer 
opinions and suggestions, which may lead to valuable insights 
for improvements and changes. All of the students in the 
study, when initially approached for the interviews, admitted 
to having "a few problems," but seemed to feel that their 
experiences would not be of value for the study. After 
becoming involved in the conversations, however, they 
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appeared to become more aware of how deeply they were being 
affected by the system, and they expressed their gratifica-
tion at being able to ventilate those feelings to someone who 
would listen. 
Listening to what students have to say has not been high 
on the list of priorities of most institutions. But if given 
the opportunity, young people have proved over and over again 
that they can make definite, viable contributions to educa-
tion. 
Higher education does not have to be a packaging and 
processing routine. It can aim toward an existential 
experience for each student, one which will allow for criti-
cal thinking in a complex, complicated world. We owe it to 
our children. We owe it to ourselves. 
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